Educational Considerations
Volume 8

Number 2

Article 22

1-1-1981

Educational Considerations, vol. 8(2) Full Issue
Gerald D. Bailey

Follow this and additional works at: https://newprairiepress.org/edconsiderations
Part of the Higher Education Commons

This work is licensed under a Creative Commons Attribution-Noncommercial-Share Alike 4.0
License.
Recommended Citation
Bailey, Gerald D. (1981) "Educational Considerations, vol. 8(2) Full Issue," Educational Considerations: Vol.
8: No. 2. https://doi.org/10.4148/0146-9282.1864

This Full Issue is brought to you for free and open access by New Prairie Press. It has been accepted for inclusion
in Educational Considerations by an authorized administrator of New Prairie Press. For more information, please
contact cads@k-state.edu.

Bailey: Educational Considerations, vol. 8(2) Full Issue
ISSN

6·9282

e ucotiono
consi erotions
published ot konsos stote university college of educotion

Published by New Prairie Press, 2017

1

Educational Considerations, Vol. 8, No. 2 [1981], Art. 22

Viewpoint

Leadership is vital component
The educational enterprise of the United States is, at this juncture in history, laced by a series
of demands, requirements, and mandates exceeding those at any other point In time. lnslilutlons ot
education at all levels, both public and private, are expected to respond not only to local requests
and expectations and state requirements, but to the rapidly escalating number of federal mandates.
In earlier times, once an individual had completed the degree or certification requirements for
entry into the profession of education, changes in society and law came slowly and did not arrive on
the doorstep of the school on a daily basis, as now seems the case. Now however, present·day prac·
titioners are faced with meeting the demands of an increasingly wide variety ot publics, demands
which occur at a pace never before experienced. In the face ol new expectations and demands for
professional behaviors previously never required, faculty and staff development and ln·service
education take on a new and added importance.
Traditionally !acuity and staff development and Improvement has followed one of two
processes. First, and of long standing, have been the efforts of individual practitioners to improve
their professional qualifications and competence. Such
·improvement
self
has been and continues
to be focused upon the perceived needs and desires of the individual and may or may not meet in·
stitutional priorities. Frequently the development efforts of individual practitioners are directed
toward earning an advanced degree, meeting recertification requirements, etc.
The second type of traditional stall development is that directed by a local education agency
and Is most frequently focused upon local problems. Such staff development efforts have typically
been of short duration, one to five days·or perhaps at most, a semester in length. In-service
education of the foregoing type has also assisted local education units meet stat& and federal
priorities and/or requirements.
New on the scene has been the intervention of the federal government. Starting with the
National Defense Education Act and continuing until the present time, there has been a wave ol
enabling acts, programs, court decisions and mandates either providing funds tor faculty and staff
development or establishing requirements or conditions which foster such activities. Efforts by the
federal government have focused upon national priorities and needs and have had a variable impact
upon the practitioner and local education programs ranging from minor to intense.
In addition to the foregoing, any number of commercial enterprises have entered the in-service
education arena. Even a casual reading of the mail reveals multiple opportunities for one to attend
seminars and conferences, purchase books, view films, etc., all focused upon the Improvement of
professional knowledge and behavior.
In one sense the magnitude of the current activity might cause one to conclude that the present
situation in faculty and staff development is less than organized and more than a little confusing. At
any one time a practitioner might be enrolled in a graduate course leading to an advanced degree, be
participating in a series of comm ittee meetings focused upon improving professional competency
in order to solve a local problem, and attending a succession of conferences and workshops spon·
sored by state and lederal governments or commercial enterprises.
In another sense, however, one might take the position that the profession is fortunate in that
its practitioners have such a wealth of developmental opportunities, that while the teaching
profession is beset with a multitude of problems, It Is not totally without the resources with which to
meet those problems. Rather than decry the fact that faculty and staff development appears
disorganized and occasionally at cross purposes, I would contend that the variety and richness of in·
dividual opportunity and choice should be applauded, supported, and defended where and when
necessary. The Individual practitioners themselves make sense of and organize into a coherent
whole their opportunities and experiences which truly lead to higher levels of professional com·
petence.
The major task that faces the profession as it attempts to provide effective tacu lty and staff
development is to assure that whatever is undertaken meets first, the needs of students; second,
the needs of practitioners; and third, is of professional quality. Providing quality ·educational OP
portunities for our students is our number one priority-faculty and staff development is legitimate to
the extent to which it achieves that goal.

Jordan Utsey, Dean
College of Education
Kansas State University
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Focus on staff
development
Staff development as a concept in American
education projects a highly visible and volatile topic for
the future. Questions of how to design, implement and
evaluate staff development programs will continue to be
highly debatable in the 1980s. All contributors in this
special edition of Educational Considerations have had a
strong interest in staff development over the past few
years. In addition, these writers have been locally and
nationally recognized for their conscientious efforts in
seeking solutions to specific problems in staff develop·
ment. They represent a broad array of professionals:
classroom teachers, public school administrators, faculty
in higher education, administrators in higher education
and professional consultants. Collectively, their view·
points represent the current state of affairs in staff devel·
opment.
The articles have been organized around ten major
themes in staff development: (1) the design of staff
development programs, (2) existing practices in staff
development, (3) prerequisites for staff development prac·
!Ices, (4) the role of the administrator in staff develop·
ment, (5) the classroom teacher in staff development,
(6) educational organizations and staff development.
(7) the consultant in staff development, (8) organizational
development and staff development, (9) specific strate·
gies for planning staff development programs and (10) lac·
ulty development programs in higher education.
The Design of Staff Development Programs
Loucks and Zigarml's article draws heavily ori their
personal research and first·hand experience with staff
development. The authors contend that successful staff
development activities occur when the program is
designed according to the developmental needs of par·
ticipants.
Seagren and Solomon argue that in·service education
programs continue to be developed without regard to the
body of existing research. This research consists of a
definite set of principles that should be used when
creating staff development programs.

"The Anchorage Program," described by Harder,
identifies a proven program in stall development. The
nucleus of the program involves the evaluation of
professional employees. Activities and procedures for
both teachers and administrators are discussed. While the
program has been successful, the author admonishes the
reader ihat each school district will need to develop a
professional development program based on its needs.
Prerequisites for Staff Development
Edington presents a different viewpoint in answering
the questions found in staff development. In sum, the
author argues that staff development can never be
adequately addressed until educational leaders deal with
the issue of educational change.
The Role and Practices of Administrators
in Staff Development
As a practicing administrator, Stansberry believes
that administrators have a distinct and definite respon ·
sibility for guiding instructional improvement activities In
the schOol district. The author outlines specific phases for
successful staff development and program development
practices.
The Classroom Teacher In Stall Development
Langford's article is a practitioner's reaction to staff
development. In the narrative, the author combines past
experiences with projected solutions for the future. A
critical, yet insightful series of suggestions are offered
with renewed hope and enthusiasm for staff development
practices.
Harris"s article speaks to the role of the vocational ed·
ucator. A college degree, workshops, or college courses
are no longer sufficient for effective classroom teachers.
The author enumerates a number of principles which
should al low the teacher to become better prepared for
classroom instruction.
Educational Organizations and Staff Development
"Staff Development and the North Central Assocla·
lion" by Brainard provides an enlightening view of how the
North Central Association can become the core of an el·
fective staff development program. The author's con·
cluslon is that accrediting associations can have a posi ·
tive impact on slaff development in school districts.
The Consultant In Staff Development
The use of consultants can be a crucial step in stall
development activities. According to Littrell, there are
exact procedures to be followed when employing a con·
sultan!. The author believes wise and prudent use of con·
sultants should lead to more effective staff development
programs.

Existing Practices in Staff Development
Van Horn and Healy outline a series of five alternative
approaches which have been developed for staff develop·
ment practices. Each of the alternatives addresses the
inadequacies of previous piecemeal approaches to staff
development.
Bailey, in "Teacher Self·Assessment: A Self-Di rected
Staff Development Program," describes a series of com·
plimentary strategies which equip teachers to direct their
own staff development activities. The author concludes
that the classroom teacher is capable of directing a personalized self-improvement program provided each
professional has adequate training.

Organizational Development and Staff Development
Valentine addresses the issue of professional devel·
opment for the building level principal. Since the principal
plays a key role as an educational leader, specific ac·
tivlties must be undertaken to assist his/her professional
growth. Valentine believes that the personal development
of administrators effects the growth of the entire school
district.
Van Meter explores the use of organ izational develop·
ment techniques as a method for staff development. The
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author sees a natural Interfacing of curriculum and
organizational development.
Specific Strategies tor Planning
Staff Development Activities
Scott and carlln's article, " Surfacing Teacher Per·
ceptions of Educational Needs," focuses on change. The
theme of the article Is that schools must learn to deal
more effectively with the dynamics of educational change .
The data-based article provides a took at the techniques of
" needs assessment" and how it can be used In school
pment In
distric ts as a tool In staff development.
Higher Education
Staff Develo
Wright's article, "Faculty
Development
for Higher
Education:· describes faculty development programs at
the collegiate level. Wright issues a warning that faculty

Winter 1981
Published by New Prairie Press, 2017

development programs have the potential to become an
integral portion of the university structure or become ex·
tinct. The outcome depends on the degree of insight,
knowledge and commitment that higher education brings
to the faculty development programs.
The ed itor is grateful to all of the authors for their en·
thusiasm and dedication. Some readers will contend that
the authors have raised more questions than provided answers. However, only time and experience will allow us to
determine which solutions are creative and long lasting
answers to the complex problems found In staff develop·
ment.

Gerald D. Balley, Guest editor
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Despite previous research,
in-service programs often
need improvement

Effective staff
development
By Susan F. Loucks and Patricia Zigarmi
Writers in the field of educational c hange have
repeatedly pointed out that change In schools is a process, not an event. Yet, policy.makers, decision-makers,
administrators and even stall developers frequently
behave in ways that betray this basic assumption. Those
of us Involved in the study and the delivery of staff devel·
opment still discover, in amazement, a myriad of one·day,
and "hit
run" workshops, lectures delivered by visiting ex·
perts to wholeh sc ool systems, c lassroom walls torn
down In July with the expectation of "open classrooms"
in September and leg islative mandates decreeing massive
changes by a cer1ain date.
Staff developers have some control over all of these
situations-more control over the types of staff develop·
ment activities their districts provide, less, perhaps, over
external mandates. In either case, the careful design and
conduct of staff development activities is essential if any
Improvement is to take place In our schools. Such ac·
livltles must reflect what we know about the change
process.
Educational change has long been the topic of
discussion and debate among researc hers, theorists, and
practitioners. It is only In the past five or 10 years,
however, that attention has been given to the area of im·
plementation and studies have focused on the actual use
of Innovations by individuals. Two major areas of study are
noted: attempts to understand (1) how people change in
both their feelings about and their use of new programs,
and (2) what processes and characteristics of individuals
and settings facilitate or inhibit the change process. Con·
tributlons have been made through work by the Texas

4
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R&D Center for Teacher Education, the Rand Corporation,
the UCLA/Kettering Foundation Studies, and the Oregon
Center for Educational Policy and Management (see
reference list).
This article draws on these studies, as well as on our
own research and extensive experience in the delivery of
s taff development, to delineate elements of staff develop·
ment that are related to s uccessful innovation Im·
plementatlon. We begin by Illustrating our belief that
"change is a process" by describing four phases of the
change process. Within each phase, we then discuss
characteristics of effective staff development programs.
We end by presenting two short examples of how these
elements have been and can be combined in practice.
Our Perspective of the Change Process
We believe that staff development is a " people" activity. Granted, it occurs within an organizational context
and must deal with organizational constraints. However, if
institutions are to Improve, the Individuals w ithin them
must change. For many years we have been invo lved In
research on the Concerns-Based Adoption Model (CBAM),
a model for change which focuses on the individual (Hall,
Wallace & Dossett, 1973). It assumes that individuals grow
In both their feelings toward and their use of new
programs and that, In order to facilitate that growth, one
must tailor assistance to specific developmental needs.
When involved with an innovation, individuals
generally progress through three global stages in their
concerns about the new approach. Self concerns manifest
during introductory phases (How will this affect me?).
Ini tial use is characterized by concerns about manage·
ment o f the program (Will I ever get It all organized?). Only
when these prior concerns are resolved do concerns
about impact on learners dominate (Are they learning what
they need?). Research on the CBA M has identified seven
Stages of Concern About the Innovation that reflect this
general trend (see Figure 1). These stages have been
initially verified, measurement procedures have been de·
veloped, and they have been used extensively in research
and practice(Half & Loucks, 1979).
Figure 1
Stages of Concern:
Typical Expressions of Concern about the In novation
Stages of Concern

6 Refocusing

5 Cotlaborauon
4

Consequence

3

Management

2 Personal
1 Informational
0 Awareness

Expressions of Concern
t have some Ideas about s0010thtng
that would wotl< even better.
I am concerned about relating wllat I
am doing with wnat other instructors
are doing.
How Is my use affecting kids?
I soem to be spending all my time In
getting
l re materia ady.
How will using It affect me?
I would like to know more about It.
I am not concerned about it (the In·
novatlon).

CSAM Project
Research and CleveloPmenl Center lorTeacher Education

The University of Texas at Austin
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People also change In their use of new programs.
Generally, as individuals become more familiar with an In·
novatlon, they become more skilled and coordinated in its
use, and more sensitive to Its effect on students. Levels of
Use of the Innovation (see Figure 2) Is a second dimension
of the CBAM which describes changes In Individuals in
relation to their actual use of an Innovation (Hall, Loucks,
Rutherford & Newlove, 1975).

structures are more likely to meet the needs o f teachers
who have helped structure them around their concerns.
Teachers are often in the best position to anticipate
problems they may encounter in implementing a new
program. They can lend a note of reality to the planning
and help ensure that the activities planned are relevant .
Secondly, a teacher who has helped plan is likely to have a
greater sense of "ego" involvement and will work to make
the effort successful.
Although it is rarely possible for every teacher 10 be
involved in planning a change effort, it is possible for
some to be highly involved and for others to have Input at
Flgure2
particular points. Teachers can also be involved in dlf·
Levels of Use ol the Innovation:
ferent ways- some In designing time lines and the overall
Typical Behaviors
plan, others in materials construction or In coordinating
logistical arrangements. Others can serve as presenters or
LeYelolUsa
Behavioral Indices of Level
resource teachers.
There are some constraints to extensive teacher in·
VI Renewal
The user Is S-eeklng more effective
alternatives to the established use
volvement in planning. It requires some provision for
of the Innovation.
released time. Staff development coordinators should
v Integration
also recognize that cooperalive planning always takes
The user Is making deliberate ef·
forts to coordinate with o1hors In
longer and involves more hassles. Finally, teachers do not
using tn& Innovation.
always have the expertise or authority to accomplish tasks
IVB Refinement
Tho user Is making changes to Inrelated to their involvement in planning and may need
crease outcomes.
training simply to be participants In this stage of the
IVA Routine
Tho us or Is making few or no
change process.
changes and has an es•ablished
2. Clearly Stated Expectations
pattorn of use.
The objectives of the change effort should be clearly
Ill Mechanical use
The user Is using tho lnnovallon In a
communicated
to teachers so they will understand what Is
poorly coordlnaled manner and is
expected of them. This element of effective staff developmaking user.oriented changes.
ment program planning is targeted at lnformat10nal and
II
Preparation
Tho user Is preparing to use lho inpersonal concerns. It means two things. First, the ob·
novatlon.
jectives
of the new program, requiremen ts for im·
on
The user ls seeking out lnform
alion
I Orientati
plementation (e.g., materials, time, etc.), the components
about the Innovation.
o f the innovation, and how it is to be used In the
0 Nonuse
No action Is being taken with
classroom must be clear. In addition, teachers must know
respect to the Innovation.
what is expected of them in terms of attendance at staff
development activities, classroom and role changes, a
CBAM Project
time line for use In the classroom, and any attendant
Research and Development Center for Teacher Education
evaluation activities. They also need to know what they
The Universllyof Texu at Auslln
can expect in the way of assistance. when and whom to
call for help.
3. A Sale Learning Environment
Using these two concepts (Figure t and 2), it Is
The social psychological environment in which a s taff
possible to view the change process In four general
development activity takes place has an important bearing
phases. Each phase is characterized by the concerns Inon its success. As a general rule, staff development ac·
d ividuals experience and how the program is used . These
tivities that generate or take place In a low·threat. com·
phases are: (1) Orientation and Preparation, (2) Imfortable setting in which there is a degree of psychologl·
plementation, (3) Maintenance, and (4) Aellnement. Within
cal Hsafety"
for the teacher are most conducive to change.
each phase, some staff development activities are more
A
teacher's
openness
to learning appears to be enhanced
effective than others. In fact, certain kinds may even be
when the teacher is among peers who share similar con·
required if the Innovation is to be successfully
ized.
util
cerns, problems, and solutions. During learning experi·
ences, teachers should be able to "admit" to areas of
need without fear of being evaluated.
Orientation and Preparallon Phase
At this phase, Individuals have concerns that are per4. Opportunities for Active Involvement end Practice
During Training
sonal and informational in nature. They wan! to know
about the new program and how It will affect them, inIn anticipation of the Management concerns that are
dicating Orientation and Preparation Levels of Use. Some
typically
part of the Implementation Phase, the las! ac·
staff development activities that are likely to be effective
tivlty that occurs in this current phase is the actual
in helping people use the Innovation during this phase are:
training in use of the program. The most successful staff
1. Teacher Involvement In Planning
development activities aimed at the question, "how do I
Teachers shou ld be involved in the change process
do it," are those which provide the teacher an opportunity
well before they are trained to use the program. There apto become actively involved. These Include " hands·on"
pears to be two reasons why teacher involvemen t Is Im·
experiences with materials, participation In exercises that
portant. First, staff development activities and support
will later be used with students, demonstrations of new
Winte r 1981
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teaching techniques, and practice in using the techniques
with the opportunity for constructive feedback. These
"dry runs" help teachers anticipate problems they will en·
counter in using the new program with students.
The Implementation Phase
During the Implementation Phase, teachers are
mastering the behaviors necessary to use the innovation
smoothly, to integrate it into daily practice. Their first use
Is somewhat uncoordinated, and they are not able to plan
far ahead, Indicative of a Mechanical Level of Use. Con·
cerns are often management-related, as each component
is used for the first time with students. It is not unlike the
lirst few months in a teaching career.
Staff developers are just beginning to acknowledge
the Importance of their role In this phase. Clearly,
teachers need help when they confront problems In first
using the new program with students. If such help Is not
received , a frequent consequence is that the innovation Is
changed beyond recognition, in order for the teacher to be
able to survive. Some effective staff development prac·
!ices during this phase are:
1. Opportunity tor Follow·Up
Teachers should have the opportunity to ask
questions and clarify how the innovation is to be used af·
ter initial training is completed. Usually the materlal and
experiences provided in training require time for practice,
reflection or "digestion." Often these activities result In
more questions, problems, and considerations. Providing
a formal opportunity, rather than a "call if you need some·
thing," Is a useful strategy for solving these emerging
problems.
The problems teachers encounter in this phase are
mostly idiosyncratic. Thus, large group sessions are rarely
required. One staff development strategy called "comfort
and caring" Involves a staff developer being available In a
school during certain times for any input teachers desire:
an opportunity to ask questions, a demonstration lesson,
an explanation of a puzzling set of materials that do not
work the way they are supposed to, a conference about a
dlfflcull student, or just emotional support. This regular
foltow·up prO¥ides for individual needs.
2. Continuous Assessment of Needs
Change is a developmental process-new needs
arise over lime. Teachers should be given an opportunity
to express concerns and needs as they arise. Effective
staff development depends on knowledge of participants'
needs- needs for comfort, security and belongingness,
as well as needs for new information, attitudes, and ski lls.
techniques, such as talking to principals or In·
Informal
teractlng with teachers during follow·up activities, can be
used to assess needs continuously.
3. Reinforcement of Effort
Teachers' efforts to use the innovation need to be
recognized and rewarded. Although follow·up during this
phase might be problem-oriented or sklll·bulldlng,
also
It
needs to afford moral support and understanding. When
teachers know expectations are not unrealistic for the
first year, their personal concerns are lowered. Slaff
developers and building administrators need to com·
municale to teachers their understanding that first year
programs are often difficult and that problems and
roughness are simply part of the change process.
Teachers need positive feedback on their efforts to use
the innovation, helping them build a sense of mastery or
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accompli shment, which is essential if commitment to
continued use Is to remain high.
This is also a key time for administrators to recognize
that in order to encourage use of the innovation, changes
may be needed In such areas as teaching schedules, ex·
lra·curricular assignments, the reward system and how
support personnel are used. By developing supportive and
compatible organizational procedures, teachers' efforts to
use the new program are reinforced.
The Maintenance Phase
Typically
,
staff developers concentrate o n the Orien·
tation and Preparation phase, and to some extent on the
Implementation Phase of the change process. Perhaps
this is because, with limi ted resources, activities at that
time have the greatest cost benefit. However. many in·
novative efforts are lost once teachers have settled back
Into their classrooms and district efforts are focused
elsewhere. At the Maintenance Phase, when use is routine
and no particular concerns are expressed, there are some
staff development activities that could encourage con·
llnued use of the Innovation.
1. Ongoing Administrative Support
Administrators need to express understanding and
support for the change process If Implementation is to be
sustained. All studies clearly point to the need for strong
administrative support from both the district and building
level. Principals need to make It clear that the new
program is a priority, and that teachers• needs will be at·
tended to when expressed. Setting this tone early in the
change effort is critical. In addition. the principal must be
sure expectations are not too high, that teachers know he
or she understands that change takes time. Such empathy
is an important characteristic of facilitating principals.
Bui once use is established, it is easy for ad·
ministrators to forget the Innovation. Training is over, the
"kinks" are out, teachers are not complaining. But, if use
is to continue, administrators must continue to com·
municate that the program is Important, must make certain that materials and supplies are available, and must
arrange for thorough and specific training for new
teachers. Being tuned Into teachers' needs that do arise
during this phase of the change effort is important, and
arranging for people or activities to meet those needs is
critical.
2. Ongoing Opportunities for Problem-Solving
Perhaps the most effective staff development activity
during the Maintenance Phase Is to provide teachers
released time for sharing what they are doing, what has
and has not worked. Because at this poi nt teachers are of·
ten experienced and savvy. they have a knowledge base
for making suggestions and solving problems which
otherwise might Interfere with continued use of the In·
novation.
The Refinement Phase
Research indicates that teachers often reach a maintenance phase, where use Is routine and no particular con·
cems are expressed, never moving to program refinement.
A variety of reasons can be advanced for this observation,
including competing pressures for their lime and energy.
ti refinement of the innovation Is valued, then it is often
necessary to arouse impact-oriented concerns, which may
be done through staff development or related activities. tn
cases where more impact·oriented Stages of Concern are
Educational Considerations
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already being expressed by teachers, similar staff
development experiences are appropriate.
1. Opportunities for Self Observation
Teachers should be taught how to evaluate their own
use of the Innovation. Since teachers are no longer con·
cemed about the innovation itself, or its management,
their energies can turn to its effect on the students. Both
guided classroom observations and other thoughtful
assessment procedures can give teachers data to refine
what they are doing. Provid ing an opportunity for
discussion of findings and next steps allows teachers to
pool their knowledge and skil ls.
2. Individualization
Staff development activities should be targeted at In·
dlvldual needs, which will be different in different
classrooms with different student populations and
problems. During the Refinement Phase In-service ac·
tivlties which are varied and directed at Individual needs
are most effective.
3. Opportunity for Choice
Teachers should be able to choose how and when to
be involved In staff devel0pment activities that increase
use of the Innovation. During the Refinement Phase.
teachers are the best judges of what they need. Assessing
needs and providing individualized options is the Job of
the staff developer. Choosing what best meets classroom
needs from those options Is the job of the teacher.
4. Opportunities for Leadership
During this phase, a few teachers at high Levels of
Use will emerge who have exciting and creative ways of
solving what may be common problems. When these
people are ldentlflecl and supported (e.g., released time or
extra pay) to provide leadership for others, an effective
staff development vehicle Is initiated.
5. Administrative Support
Again, administrative support is critical. At_ the Re·
finement Phase, since the program is being used rou·
tinely, it is " above and beyond tha call of duty•• for
teachers to be expected to do more. One thing the ad·
ministrator might do is to eliminate, when possibh~, the
competing pressures for teacher time and energy. If
teachers are to refine a program, they should not be asked
to begin a new one simultaneously. The administrator's
active encouragement, support and assistance are as Im·
portant here as they were in previous stages.
Examples of Effective Staff Development Design
Because of limited resources, it is rarely possible to
combine all these elements in a staff development design
for innovation Implementation. It is possible, however, to
combine many of the elements in designs which are
significantly more effective than one-shot "hit and run"
workshops. We describe two such designs in wh ic h we
have been personally involved as either facilitator or
researcher.
Implementing a District· Wide Curriculum
A large school district decided to revise its elemen·
tary science curriculum and implement the revision In
80 elementary schools. Teachers were active in the
revision, which was piloted and field-tested In a variety of
schools.
The Implementation design called for phasing In·
services, so that attention was focused on teachers within
Winter 1981

Published by New Prairie Press, 2017

only one-third of the schools at a time. The sequence of
staH development activities was:
1. Administrator orientation. Principals were provided
schedules, supplies, order forms, and Information about
how to support teachers with different needs at different
phases of the change process.
2. Teacher overviews. Two or three months before the
in-service workshops began, teachers were given brief
overviews of the new program, Including Information
about the curriculum and in·service schedules, and they
were provided with the new teacher's guide.
3. Teacher In.service. Teachers attended three released-time training sessions, scheduled approximately
three months apart. These Included active involvement in
activities they would later carry out with students,
providing these teachers with experience using materials
and equipment. Effective classroom management
techniques were also demonstrated.
These sessions were taught by other teachers who
had used the curriculum In their classrooms and had
planned and been trained In conducting in-service activities. During a part of the in-service days, teachers were
given choices for activities In which they could participate. Choices ranged from loaming better management strateg ies (grouping, scheduling, materials, etc.), to
techniques for understanding and involving students
more.
Prior to the second and third sessions, teachers were
encouraged to share " war stories" and solutions to persistent problems.
4. Comfort and caring. Between Jn.service sessions,
science department staff visited classrooms and schools
where they reorganized science closets, did classroom
demonstrations, worked on sched uling and classroom
arrangement, and helped individual teachers with specific
problems.
S. Refinement input. Alter two years, teachers were
given the opportunity to attend in·service sessions involving techniques for grouping students and fostering
cooperative learning. This provided one avenue for
refinement of curriculum use.
More information about this particular example may
be found in Loucks and Pratt (1979) and Pratt, Melle, Metzdorf, and Loucks (1 980).
Implementing the Instructional Coordinating Teacher
Program
Our second example relates to the implementation of
a new approach to staff development. Here, participants in
the implementation are teachers being trained in a new
role. In this district, the superintendent responded to com·
munity pressure to decentrali ze staff development by
placing a teacher freed from actual teaching in each
building as an "instructional coordinating teacher." This
person was not to be involved In teacher evaluation, but
wou ld help school staffs plan staff development programs, implement curricula, and In general, improve the
quality of classroom instruction. The ICT's would function
as teacher advisers offering support, resource materials,
teaching assistance and consultation. Because teachers
who might be unfamiliar with distrlct·wlde resources were
going to be recruited for these positions and because
these teachers would have to establish good working
relationships with principals, the Implementation plan
called for a four-phased training design. The first phase
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was composed of a series of workshops to discuss the
role itself; the second phase was an orientation to district
resources; the third phase was targeted on the coor·
dinating teachers' immediate concerns with beginning in
the role; and, the fourth phase focused on ongoing sup·
port.
1. Workshops on Defining the Instructional Coor·
dinating Teacher's Role. When the positions were an·
nounced, the superintendent outlined only broad param·
eters for the job. A series of workshops held combining
persons In various roles (e.g., ICT's and building ad·
mlnlstrators), resulted in an evolving job description for
the ICT's. Time was set aside at each workshop for
meeti ngs of people by roles, for individual conferences
between I CT's and principals, for questions and answers,
and for role·playing dilemmas the ICT's would inevitably
encounter on· the-job.
2. Orientation Sessions. To help ICT's become more
familiar with district resources, at a second set of meet·
ings all central office personnel presented overviews on
the services available to the ICT's, and described how to
use them.
3. Intensive Preparatory Training. The third phase of
staff development was planned on the basis of an ex·
tended needs assessment and Interviews with ICT's.
During a one-week intensive workshop, ICT's discussed
strategies for worKing with teachers and principals, pre·
pared resource materials, rote-played consulting situa·
tions between an ICT and a teacher, discussed strategies
for gaining entry and establishing trust, and continued to
familiarize themselves with various curriculum areas.
Some of the sessions were offered by ICT's so that par·
tlcipants would begin to see each other as valuable
resources.
4. Initial Task Assignments. In order to give each ICT
a chance to "jump right in" as a staff developer, they were
given the task of planning their building's pre-school
workshop in conjunction with the principal, and in some
cases with a group of teachers. The teacher center and
central office staff developers provided support and con·
sultation.
5. Weekly Meetings. Throughout the first year, ICT's
met weekly in support groups, sometimes by grade level,
sometimes by area, to talk about problems and to share
resources. The teacher center in the district maintained
supplies and resource materials and, more Importantly, of.
fared support and consultation. Principals also met with
staff developers during this time to talk about needs they
perceived and to share suggestions they had for im·
proving the program.
6. Refinement. Refinement activities are beginning as
the program enters its second year. Teachers and ad·
ministrators both are involved in the planning.
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Conclusion
School improvement can be successful If staff devel·
opment and support activities are designed according to
the developmental needs of the participants. Early
awareness activities should aim at Information and per·
sonal concerns. Experiential skill development training
should occur next. followed by specific and timely
problem·solving. Finally, self·anatytlcal, student·oriented,
classroom application activities are merited. Add to this
phasing the continuous input of participants, monitoring
of progress and needs, and administrator support-and
the trend of failure in innovative efforts has a significant
chance of being reversed.
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Improvement can be
successful if participants'
needs are met

Existing
practices,
alternatives

3. Appropriate design and delivery system
Other articles in this journal emphasize the con·
tribu tion of various ind ividuals and organizations to staff
development programs. The ro le of leadership Is to or·
chestrate these contribut ions into a meaningful program
o f s taff development.
Stogdill confirmed the importance of good leader·
ship:
" The survival of a group is dependent upon a type of
leadership able to keep members and subgroups
working together toward a common purpose. main·
tain productivity at a level sufficient to sustain the
group or to justify its existence, and satisfy member
expectations regarding leader and group."'
Thus, the leader must possess the ability to see problems
at any level within the system and more important to have
the skills to assemble resources and plan and coordinate
strategies to attempt solutions of these problems. The
ability to evaluate the effectiveness of the problem solving
methods used is also essential. In-service requires in·
idualized methods and processes to establish needs,
dlv
determine existing levels of skills, and sensitization o f in·
d ividuals who may not recognize deficiencies in their own
ski ll bank. It requires of the program developer the
capacity to weld the needs of individuals and groups into
a problem solving mode designed to s trengthen the
organ izations' capacity to satisfy both personal and In· utional go
stit
Purposes

By Alan T. Seagren and Keith Solomon
Staff development has been defined in many ways.
One of the most widely quoted definitions is that of
Edellelt and Johnson.
"ln·service education of teachers (or staff develop·
ment, continuing education, professional develop·
ment), is defined as any professional development
activity that a teacher undertakes singly; or with
other teachers after receiving his or her initial teach·
ing certificate, and afler beginning professional
practice. 111

Despite the research evidence that has accumulated over
the past decade on the characteristics of effective in·
service, programs continue to be designed and developed,
oflen with the best intentions by innovative teachers,
department chairpersons, curriculum developers, school
administrators and college and university professors,
which disregard this body of knowledge. Unfortunately
the investment o f time, money and energy under these cir·
cumstances bring less than anticipated returns in in·
creased skills
, greater commitment and Improved learning
practices in the classroo m.
Successful staff development programs must include
three essential dimensions:
1. Effective leadership
2. A statement of purpose
Educationa l Conside ra tio ns, Vo l . 8, N o . 2, Wi nter 1981
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Most staff development programs are based on the
rationale that in ord er for schools to respond to the
changing demands of society teachers must be c on·
tinually involved in a process o f renewal. Hart captures
this view when he s tates:
" The modern in-service design is based on the prln·
ciple that schools canno t change unless educators
change. I n·service Education is the key to whether or
not schools can meet the demands upon education.
A revitalization o f our school s requires a com·
mitment to self-renewal th roug h continu ing In·
d ividual growth and participation in those activities
that prepare today's teachers to cope with the
changing needs of today's society...,
Numerous authorities have outlined the purposes of In·
service education. Joh nston (1973) and Howey and
Corrigan (1978) have espoused complimentary views on
the purposes of in·service education that support the
above philosophical view. ln·service education should
develop according to Johnson.•
(i) the extension consolidati
on
and reaffirmation
and reg ular acquisition of new knowledge.
s.
andlor psy·
(ii) the acquaintance with curricular
chological development
(iii) the extension of pre.service preparation.
(iv) the acquaintance with new methods and mate·
rials.
(v) the acquaintance with and participation In edu·
cational research.
(vi) the encouragement of International under·
standing and exchange.
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Howey and Corrigan have indicated the applied purposes
to which in-service can contribute.•
(vii) improving adu lt cognitive, intra and interpersonal development relating to teaching effectiveness
(viii) altering environmental (school} conditions as
they relate to teaching effectiveness
(ix) improving teacher effectiveness directly, especial ly focusing upon teaching instructional be·
havior in situation
Once the purposes have been established the instructional design and delivery system has to be conceptualized and implemented.

Stage 1-Sensitizalion
In this stage the teacher becomes aware of specific
behaviors or skills utilized in the teaching learning
process, related to the particular focus of the staff
development thrust. Emphasis is given to alternative
strategies that can be employed by the teacher in a given
teaching-learning situation and the kinds of behaviors and
skills which might be appropriate within these strategies.
The intent here is to motivate teachers and to stimulate
and expand their thinking. The role of outside educational
specialists in providing information or needs assessment
techniques, new methods, research data on specific
issues under consideration and support for school staff as
they attempt to define the .problem and develop appropriate strategies to implement is a good example of the
blending of theory and practice, implicit in the model.

Design/Delivery System
Decisions have to be made concerning the design of
the in-service program and in particular the strategies and
methods to be employed. Common problems associated
with this dimension of in-service planning and practice in clude strategies that fail to recognize the need for teacher
commitment and involvement, strategies which are in·
flexible, fail to provide for teachers practice and ap·
propriate feedback on the acquisition of new skills or
knowledge and most important, lack a clear design or conceptual model. Too many programs are typified by
packaged, one-shot, first remedies which fail to recognize
the complexity of the teaching learning process.
A conceptual model has been developed which
minimizes the effects of problems Identified above.
Labeled the "Theory to Practice Change Model," it utilizes
five basic sequential stages in the development of an in·
stitutional in-service program.•
Theory to Practice Change Model: Philosophical Rationale
The model conceptualizes the belief that staff devel opment is a "whole system" activity which Involves personnel at all administrative levels in changes in behavior
consequent to influencing desirable educational out·
comes.

Stage 2-lnstruclion
Emphasis in this stage is placed on particular skills or
behaviors that have been identified as being appropriate
in the teaching-learning situation and are the specific
focus of the program. Although the most structured step
in the overall design, teachers need to be exposed to
videotaped or actual demonstrations of the desired skil ls
or behaviors. In this way In-service course leaders can
receive direct feedback from participants as to the
su itability or feasibility of implementing the new strate·
gies. Careful consideration needs to be given to the partic·
lpant's readiness to undertake the program, and continual
feedback must be given to the participant on the difficu lties perceived as well as progress and performance in
acquiring the new skills or knowledge.
Stage 3-Practice
Teachers need an opportunity to practice the new
skills and behaviors they are learning in the controlled en·
vironment. Behavior modification can always engender
frustration and failure; however, micro teaching has been
found to be of use, particularly where the sessions involve
groups of students with whom the teacher is
small
familiar.
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Debriefing sessions play an Important part In this
step by emphasizing successful teaching performance
and clarifying concerns through questioning, and re.
practice of skills with which difficulty has been ex·
perienced. The practice stage while tlme·consumlng, is
essential In the classroom laboratory where methods are
tried and evaluated. The use of graduate students and
staff from nearby educational Institutions is an excellent
method of integrating knowledge and experience of both
school personnel and professional educators.
Stage 4-lmplemenlatlon
The focus al this stage Is on putting into operation
the skills or behavior in the normal classroom setting.
Teachers should be able to incorporate the new skills into
their existing range of classroom teaching strategies, thus
expanding their repertoire of skills and behaviors. The
teacher is also encouraged to assess the effect on
student learning of different classroom strategies. This
stage is dependent on the processes which have occurred
In three earlier stages. The Identification of needs·the gap
between what Is desired and what actually exists, deter·
mining the exact needs that are to become the focus of
the ln·servlce activity and breaking these down Into com·
ponent parts that can be addressed In a logical sequential
systematic way is vital to a successful outcome. A
strategy for problem solving must be adopted that
proceeds from the simple to complex, through stages of
subsequent skill and knowl edge acquisition, practice,
reinforcement and feedback on performance, and thus
paves the way for a successfu l transition Into the application and utilization phases of Stage 4 .
Stage 5-Assessment
Mu ch has been written on assessment and evaluation
of ln·service enterprises. It Is sufficient to say that the
model Incorporates several levels and types of eval uatlon
strategies. Obviously one type of assessment must be
related to the suitability of the skill and behavior the
teacher selects in a classroom setting to achieve a par·
ticular intended goal. The second type of assessment
relates to the effectiveness of the teacher In controlling
behavior or utilizing the skill s.
The collection of data for assessment to take place
should occur throughout the first four stages of the
program and continue for a time afler the major phases of
the in-service program have concluded. Data coilect1on
and assessment should cease when the final decisions on
continuance of the system or modification have been
completed.
A variety of assessment techniques including teacher
and student classroom performance data retrieval
systems. tests, questionnaires, or performance as well ~s
attitudes and other data gathering methods. Emphasis on
particular should be placed In teachers developing skills
in the process of self-assessment as part of the evaluation
process.

Winter 1981
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Summary
School leadershi p is a vital component In deter·
mining the in·servlce needs and the strategies that wtll be
employed to meet these needs. Harris and Bessent (1969)
clearly identified the responsibilities and the dlfflcultles
Involved.
"Changing people in significant ways is a complex
leadership task involving many difficulties for
professional leaders such as principals, supervisors
and superintendents."'
There Is an immediate need to act decisively to halt con·
tinuation of ill·conceived, poorly pla nned and Ineffective
In-service programs. While "one·shot" programs are
useful In that they identify needs and give short·term
assistance for the teacher, there is a need to marshal,
coordinate and Integrate the experience, expertise and
assistance available in schools, universities and state or
federal agencies. The theory to practice model provides a
design for a continuing problem-oriented approach to our
stall development programs rather than a hastily applied
bandage. Furey (1968) captured the essence of this ap·
proach when he stated:
"Whether staff development Is focused on lmprov·
ing instructional or managerial skills or providing OP·
portunities for personal growth it must be viewed as
an essential part of the education process rather
than a remedial frill for the ineffective or the ill·pre·
pared. Providing attractive, significant opportunities
for educators to continue their professional growth
is a crucial issue in education today."•
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Teaching teachers is not
equal to telling teachers

on their part. Admittedly, the workshop leader can use
any number of different approaches such as inquiry,
discussion groups, brainstorming, or protocol materials,
but. the process Is s rgely
till la
ant
consu
lt
centered. The
consultant sets the agenda, picks the techniques to be
used, and usual ly lectu res most of the time.
The remainder of this paper will describe staff
development processes which are alternatives to, and not
simply modifications of the above process. These
processes are valuable because they add some much
needed variety and Involvement to the in-service develop·
ment efforts o f schools. Several of the processes have the
added advantage of providing permanent on-going staff
development opportunities as compared to the one-shot
workshop which has little tong range impact.

No matter how much effort is expended to improve
the above process and no matter how it Is altered, it will
still center around telling teachers with little involvement

Alternative Process One-The Model Classroom
Real estate agents and residential home builders
have found it advantageous to th eir sales efforts to put
exemplary or model homes on display to the public. Often,
a group of realtors will advertise together and create a
" parade of homes" which offers the buying public the opportunity of going from place to place to inspect as many
as 10 to 20 such model homes. Even people who are not
actively considering purchasing a new home are drawn to
Inspect these models. It seems reasonable to assume tl1at
If school districts created "model classrooms" teachers
might well be drawn to them. A "model classroom,"like a
model home, should be a well designed physical environ·
ment which integrates the latest technology and methods
Into creating an educationally sound and economically
feasible model.
Considerable attention should be given lo even the
smallest detail of the model classroom because ii should
represent the very best the profession can offer. The
physical environment might well be designed by a team
composed of an Interior decorator, an environmental
psychologist, a teacher, a princi pal, a parent and a
student. This team should work within a restricted budget
so their efforts can have some degree of " transferability"
to other classrooms In the region. The curricular makeup
of the classroom should be equally well designed by
another team of people. Again, certain constraints should
be imposed on this effort to maintain, among other lhings,
a collection ol Instructional materials which would be
available within the average school. The physical environment team and the curricular team would need to
work closely wi th one another and with the methods team.
The methods team's charge would be to aid the master
teacher who used the room in selecting and using various
" models of teaching" (Joyce and Weil, 1972). After lnltfal
design, Implementation and pilot 1esting by all Involved
teams, the "model classroom" should function on a day.
to-day basis with a typical group of students so visitors
could observe lhe finished product In operation.
Districts might well design several model classrooms
each with a different emphasis. It Is even feasible to envision a "Model Classroom Tour" much like the mOdef
home tour of reattors. Competition could be organized
across districts or s tates to compete for the title of
"Classroom of the Year."
There are a myriad of advantages to this staff
development process. First, creating the classroom would
constitute a learning experience for all members of the
various teams. Second, the "model classroom" would be
a resource for educators in the region who could learn by
vislling and observing within it. Third, the model
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Alternatives
for a better
program
By Royal W. Van Horn and Thomas C. Healy

Introduction
Traditionally, in-service teacher education In most
districts has been synonymous with telling teachers how
to teach. This paper is not about this process which
lypically proceeds as lollows. A school administrator with
staff development responsibilities contacts a nearby
university and requests that a workshop be conducted on
a particular "in-service training day:• The same few topics,
e.g., discipline, teaching techniques, and time management tend to be requested over and over. The college administrator passes the request on to a faculty member
who either accepts or rejects ft. Olten professors who accept such requests already have such a "dog and pony
show" ready to go and in the box. On the In-service trai ning day, the professor arrives at the school thirty mi nutes
in advance, sets up, and teaches teachers. Under optimal
conditions, the district sent the professor an understand·
able set of objectives to accomplish, the professor was
entertaining and humorous, did something other than lee·
lure, used several attractive audio-visual aids, had clearly
printed handouts and may even have "modeled" a specific
technique or 1wo. Under normal conditions, few of the
above happened and the professor gave a boring lec ture.
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classroom would be a "lamppost" which might well in·
fluence the future of education within the district or
region. The model classroom process would be even more
beneficial if implemented in conjunction with alternative
process number two, '' teacher visitations. "
Alternative Process Two-Teacher Visitations
Giving teachers two or three days of released time
each year to visit other classrooms in other schools is a
staff development process worthy of renewed attention by
educators. Teacher visitation days can give the classroom
instructor a much needed " magic leather."
Everyone remembers the fable of Dumbo, the baby
circus elephant. A little mouse convinced Dumbo to
use his large ears as wings by g iving him a feather. a
magic feather, that would enable him to fly. Dumbo
trusted his friend and so could fly, even without the
feather, as he soon discovered. At last he had self·
confidence.
This fable tells something important about principals
and teachers as well, and it suggests a critical question
for educational researchers. (Bentzen, 1974, Bookjacket)
How can teachers be given a "magic feather" which will
convince them they can change, innovate, and improve
their teaching methods on their own? Visiting another
classroom where a peer is using an innovative technique
with a typical group of students might just provide 1he
" magic feather." College professors who act as idea merchants and attempt to get teachers to change by simply
telling them what to do would seem less likely to provide
the " magic feather."
The log ls tics of implementing teacher visitation days
are handled dlfferently In various districts. Some prefer to
release teachers a few at a time, others prefer to have a
student holiday so the whole staff can be released for
visitation. Releasing a few teachers at a time so visitations
can be arranged In the same school or the same system
seems quite workable. Some schools prefer to trust
teacher judgment as to which classroom a teacher should
visit while others prefer to Influence or screen the choices
of their teachers. This staff development process is advantageous primarily because it allows teachers to watch
their peers teach (something they seldom have the luxury
of doing), because it allows them to visit the same grade
level and/or subjects they teach, and because it can be a
relaxing and refreshing experience simply to carpool to
another school with fellow teachers. The discussion on
the way home in the car is often vigorous and insightful.
A 1hird staff development process involving travel is
" teacher participation in professional organizations. " This
outreaching process can have the same renewing effects
as teacher visitations.
Alternative Process Three-Teacher Participation
in Professional Organizations
An informal survey of junior high school faculty un·
dertaken several years ago by the authors indicated that
less than 20 percent of the faculty belonged to a national
professional organization. Organizations such as the In·
ternational Reading Association (IRA), the National Sci·
ence Teachers Association (NSTA), Music Educators
National Conference (MENG), National Council o f Social
Studies (NCSS), and the like are actively Involved in the
study of current issues, suggest standards of excellence,
regularly publish high quality Journals, and hold conWinter 1981
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ventlons wherein workshops and seminars are presented
on diverse topics. It is reasonable to assume ihat teachers
can grow professionally by becoming active participants
in such organizations. The potential for staff development
is great enough that districts should encourage, provide
release time, and fund such teacher involvement.
It is possible to envision an organized process of involvement 1n a district where each grade level wou ld have
one teacher who was a member of NSTA. one a member of
NCTM, and so on . Their attendance at state and national
meetings would be funded by the district on a rotating
basis where each year several teachers wou ld be sent to
attend national meetings. An alternative process to the
rotation of attendance mentioned above might be to
require teachers to present proposals stating their
reasons for attendance and how It might benefit the
students of the grade or school. Teacher participation in
professional organizations is particularly valuable to
districts about to review thei r curriculum or select new
textbooks for adoption.
Teachers who attend national meetings might be
requested to make an audio-cassette recording, or, if
required, purchase the recorded tapes of each session
they attend. These cassettes could then be organized into
a " staff development resource bank." The next alternative
process Involves the creation of just such a " resource
bank."
Alternative Process Four-Stall
Development Resource Bank
Many school districts presently maintain a profesrary,
sional lib
but such libraries are often no more than a
few shelves of out-dated books gathering dust in the
teachers' lounge. A "staff development resource bank" is
a well catalogued and attractively displayed collection of
the best cassette tapes avai lable, books, current journals,
specimen sets of curriculum materials and aids, films,
video-tapes of demonstration lesso ns catalogued by
topic, and other reference material.
An exemplaiy staff development resource bank would
also contain several portable dial-up computer terminals
which teachers cou ld use at the school or take home overnight. These terminals would allow teachers access to any
one of the several hu ndred computer-assisted instruction
(CAI) programs the district would have available. Such
programs are presently available from numerous sources
including the Minnesota Educational Computing Con·
sortium (Note 1) and Conduit (Note 2). Conduit, for exam~
pie, markets a 21-part CAI program for teachers in class·
room discipline. Our experiences with such programs for
teachers has usually been positive - teachers enjoy and
learn from them.
An Integral part cit any resource bank shou ld consist
of demonstration tapes featuring teachers in the local
system. Some of the best experts in the world and the
ones whom peers are most willing to model are fellow
teachers in the system.
Any district which maintains a staff development
resource bank as described above would profit by reward·
Ing teachers who use the resources. Such rewards for pro·
fessional growth might come in the form of " in-service
or master plan points," additional release time for use of
t he resources, or pay for the time involved. It is even
feasible to envision a staff development counselor whose
primary role wou Id be to prescribe individually certain
resources to teachers based upon their identified needs.
For example, first year teachers might profit more from
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discipline related resources than materials on the
development of higher level cognitive skills.
A major advantage of a s taff development resource
bank as described herein Is its ability to meet the in·
dividual needs of teachers and It allows for self-Initiated
professional growth. The next alternative staff development process is another highly individualized process
which could either be an on·golng service of the resource
bank o r offered to teachers on a school·by·school basis.
Alternative Process Five-Video In-service Proj ect
A video-in-service project (VIP) involves, as its name
implies, video taping of teachers on a voluntary basis.
Teachers who volunteer are usually video-taped several
times over the course of the semester. The primary purpose of the Initial video· taping session is to famil
iarize the
teacher and students with the eq uipment and Its potential
for providing non-judgmental feedback. The teacher can
view this initial tape privately or in conjunction with an
outside consultant. The teacher is then assisted in setting
personal goals for accomplishment which should become
evident In future taping sessions. The consultant's role is
o ne of counseling and advising as compared to
prescribing. Consultants who do this kind of In-service
training need well developed hu man relations ski lls and
should be well-trained professionals who are not required
to evaluate formally the teachers with whom they are
working.
This staff development process helps teachers
change themselves through personal
ng goal setti
and
monitoring of their progress over time. It is a proven
process that can significantly change the way a person
teaches. Many educators believe it is only through such
Intensive efforts that In-service teacher education can
make any difference whatsoever.
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Conclusions
er· alt
The processes outlined above provide several
natives to the o ne·Shot consult
ant centered o r "teaching
teachers by telling
m" the
workshop. When used these
processes add some much needed variety to the existing
in-service training programs of districts. These processes
emphasize HOW teachers are taught, not WHAT teachers
are taught. They can provide on-going, effective, and Individualized growth experiences for teachers. There is
great potential In s taff development If and on ly If personnel in a district believe teaching teachers is not equal
to telling teachers.
Reference Notes

1. The Minnesota Education Computing Consortium, 2520 Broadway Drive, Louderdale, MN 55113, sells a computer tape which
contains approximately 100 CAI programs written in the BASIC
language. Many of these programs provide lndlvldua
ll zed
"worksheets" for 1eachers to use as seatwork. Tho package

also contains en excellent "Computerized Historical
Simulation"
"
titled "Oregon which simulates a trip ewe< the
Oregon Trail by wagontrain. Programs are on such diverse
topics as practice for kindergardeners In their ABC's and a
program for high school students on balancing chemical
equations.

2. Conduit, (The University of Iowa}, P.O. Box 388, Iowa City, Iowa,
40 (Phone 319-353·3170), is an organization supported by the
522
National S<:ienoo Foundation, whose purpose is to lo<:llltate
use of instructional computing at Che collegiate level. Conduit
publishes a journal on the topic called PIPELINE and markets
well designed and tested Computer Assisted Instruction (CAI)
packages on a variety of subjects.
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Teachers engage in
independent instructional
improvement

Self-directed
staff
development

By Gerald D. Bailey

In part, the minimal activity observed in self-directed
professional development can be traced to the pessimism
expressed by researchers concerning the teacher' s ability
to become self·directed in instructional improvement ac·
tivities. Studies by Fuller, Veldman and Richek;' Morse,
Kysilka and Davis;' Tuckman, McCall and Hyman• and
Young' have suggested that a third party (e.g., ad·
mlnistrator or supervisor) needs to guide the teacher if
significant change in behavior is to occur in professional
development activities. The sizeable review of literature
done by Popham and McNeil' and Peck and Tucker• in the
late 1960s showed that teachers lacked the ski II and
knowledge to become self·directed in staff development.
In the main, research lias painted a pessimistic picture of
self-directed
·improvement
self
activities.
The reader must be cautioned that much of this
research has focused on isolated strategies: almost none
of the research projects studied individual feedback
strategies In the context of a self·help program. Few, if
any, of the studies have looked at teachers who un·
derstood the principles and philosophy of autonomous
self·help. A much more positive conclusion was drawn
about teacher self·assessment as a program of staff
development by the author. In a five year follow·up study,
approximately 200 teachers were studied who had
previous training in self.assessment skills. The findings
showed that teachers (1) continued to value self·directed
self·help skills, (2) remained competent In self-help skills
but (3) engaged in fewer self·dlrected staff development
activities since training was terminated."
What Is TeacherSelf·Assessment?
Teacher self·assessment Is a systematic, comprehensive program where teachers engage in independent in·
structlonal improvement. In brief, it is a self-directed staff
development program. The basic assumption in a self·
directed staff development program is that the teacher
can function in an autonomous fashion. However, the
teacher' s abi lity to function In a self·directed manner is
contingent upon acquiring a number of self·help skills or
strategies. As a consequence, self-dire
cted classroom
staff development does not and cannot occur without intensive training.
Teacher self.assessment as a methOd of self·directed
staff development can be understood by viewing the
process as a stal r-step program. There are basically eight
different steps in the program (see Figure 1).

Leading experts in education contend that staff
development is the counterpart of pre-service education
for career teachers and supervisors. It is during this inservice period that staff development becomes the major
vehicle for accomplishing change, renewal, quality
education and professional competence.' Interest has
steadily grown in the area of staff.development. However,
almost al I educational experts have viewed staff development as a concept which is "Imposed" on faculty or staff.
In the past, only a handful of educators have sug ·
gested that the individual teacher should, or could be re·
sponsible for directing personnel staff development ac·
tivities. Marks et. al., in Handbook of Educational Super·
vision strongly suggested that teachers should consider
self·direction, self-guidance and self·supervision as a
method of professional development.' Even earlier, Flan·
ders and Amidon had much the same vision for self·
directed staff development with reference to the use of
observation instruments. They foresaw the necessity of
precise Instructional improvement tools and strategies for
educators once these teachers were operating in·
dependently In a school system where there would be few
opportunities for external assistance.' Ironically, there are
few staff development programs which emphasize self·
directed staff development at the present time.

Step One: Gaining a Philosophical Overview of Teacher
Self·Assessment.
To engage actively in self·directed staff development
activities, the teacher must possess a comprehensive un·
derstandlng of the multifaceted nature of teacher self.
assessment. This step can be accomplished by looking at
a number of myths associated with self·assessement.
Myth A: Teacher self·assessment and teacher
evaluation are synonomous activities. Teacher evaluation
should be viewed as a summative judgment of a teacher's
effectiveness. Evaluation can lead to retention, merit pay,
salary increments, promotion or tenure. Teacher self·
assessment does not necessarily need to be tied to
evaluation. Teacher self-assessment or improvement of
instruction should be directly concerned with the teacher
assessing strengths and weaknesses and working toward
the end of improving upon past instructional per·
formances.
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Myth B: Teacher self.assessmen
t Is
best learned
through personal experience or trial and error. The
available research indicates that teachers do not learn
how to engage in self·help when left to their own re·
sources. Teachers, apparently, do not have the inherent
skills o f self.
Improvement;
hence, they must be taugh t
how to engage in systematic self-assessment practic es.
terials
Myth C: Quality teacher self·assessment
ma
are easy, simple, short and readily
a
avail
ile ble. Wh there Is
a substantial supply o f self·help
ilablematerials ava
to the
teacher, most are inappropriate to classroom teacher self·
assessment. Most of these materials are in the form of
checklists, or surveys which require the teacher to reflect
a.b out past instructional performance. Unfortunately.
much of this material is superficial or dOes not relate to
the specifics of instruction. In short, they do not allow the
teacher to engage in in-depth instructional analysis
.
Myth D: Personal reflection or memory recall is an el·
tion
fectlve strategy in teacher self.assessment. Personal
refleo
is one of the least effective methods of self·
assessment because teachers have a misperception o f
their own teaching abilit
ies."
Other objective measures
teaching
al
must be utilized to measure accurately person
qualities.
Mylh E: Objectivity Is Impossible to achieve in
teacher self.assessment. Subjecllvl ly is a troublesome
problem in self·help activities. However, audiotape and
videotape recorders, observation Instruments, as well as
other tools, can be utilized by the teacher to minimize sub·
jeotivity. Total objectivity may not be obtainable; however,
the teacher must seek ways to minim ize subjectivity.
Myth F: Effec tive teaching can not be identified.
While there is not universal agreement on the defini tion o f
effective teaching, considerable Information exists which
suggests that specific characteristics of effective in·
structlon can be identified and modeled. This kind of in·
formation can be extremely valuable to the teacher in the
search tor personal teacher effectiveness.

All activities found In Step One are aimed at helping
the teacher become more acutely aware of the nature of
teacher self
·as.sessm ent Recognizing what teacher self·
assessment is. as well as what it is not, is extremely Im·
portant in teacher self·assessment.
Step Two: The Use of Media In Teacher Self
·Assessm ent.
The second major s tep or building block In teacher
how to use an aud iotape or
self·assessment is learni
ng
videotape recorder for self·
analysis
purposes. Without
some form of recording device in self·help, the teacher
must rely on personal memory d uring self·help exercises.
Since misperception o f actual teaching performance is
not uncommon, the use of media becomes a critical sklll.
The u$8 of media in analyzing instructional performance is
important because it (1) minimizes the potential for
teacher subjectivity when analyzing personal teaching
and (2) provides a permanent record which can be pre·
served and subj ected to analys
is
over a longer period of
time n
The teacher employing media for self·assessmen"t
practices needs to recognize the strengths and limitations
of the audiotape and videotape recorder. Obviously, the
advantages of the videotape recorder is that it captures
both verbal and nonverbal cues while the audiotape re·
corder captures only the aud io medium.
It is also vitally important that the teacher possess a
working knowledge o f the mechanical operation of media
equipment. Self-operation for self·examination purposes
is critical since the presence of a third party operating the
equipment can foster unnatural teacher and s tudent
classroom behavior.
Other major considerations must be made in relati
on
to the use of med ia equipment in self·assessmen
t. Some
strategies which assist In minimizing unnatura
l studenl
reaction to the presence of media include:
• explaining the purpose of equipment In relation to
teacher self.assessment.

An organlratlonal approach to understanding and using teacher self-assessment
Figure 1
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• using the media equipment on several occasions
for a variety of purposes.
• permitting the students to listen or watch them·
selves prior to taping for self-assessment practices.
Systematic and Intelligent use of media in teacher
self-assessment Is vit
al. However, merely possessing the
knowledge of how to operate an audiotape or videotape
for self-help is insufficient. Those teachers who are In·
terested in in-depth analysis will need to employ other
specific skills found in self-help.
Step Three: Identification of Basic Skills: Set and Closure
In Teach er Self-Assessment.
Thus far, the use of media has been suggested as a
specific strategy in gaining proficiency in self-assess·
ment practices. However, merely listening or watching
yourself with media can only provide a limited amount of
information. Media as a single approach in self-help is in·
complete. In self-help exercises, the teacher must be able
to pinpoint specific behaviors found in classroom in·
teraction. There are three basic u nits which are found in
the act of teaching: (1) set, (2) instructional body and
(3) closure. " These three distinct units prove a framework
for a teacher which allows them to look at personal in·
struction. Set and closure are two of the most important
skills that teachers can focus on in the initial stages of
self-assessment. (The examination of the instructional
body shou ld be considered a separate activity.) Set is de·
fined as those activities which are designed to prepare
students for upcoming learning. Closure, the logical c ompan ion to set, is defined as those activities designed to
act as a capstone to learning that has occurred.
In teacher self-assessment, the teacher must learn to
identify and study these two important skills in-depth. The
teacher who desires to become more proficient in teacher
self
-assessm ultimately
ent will
have to ask the following
questions:
1. How aware am I of my set and closure?
2. Am I using appropriate forms of set and closure?
3. Am I using a variety of sets and closures in my
teaching?
4. How can I improve set and closure which results In
a higher degree of student motivation?
Step Four: Identifying Generic Verbal Cues In Teacher
Self-Assessment.
In the teacher's quest for self-improvement, a detailed framework for studying personal behavior is necessary. The verbal and nonverbal behaviors are found in the
instructional body of classroom interaction. While it is important to study both verbal and nonverbal behavior, it is
necessary for the teacher to be able to separate the verbal
from the nonverbal domain. Otherwise, observation and
study of the combined behaviors becomes too complex
even for the best tral ned observers.
Assuming that the teacher has audiotaped or video·
taped the teaching performance. the following verbal
behaviors need to be examined ctosely: (1) accepti ng/expresslng emotion, (2) reinforcement, (3) feedback/build·
ing, (4) questioning, (5) Information giving, (6) direction
giving and (7) criticism. These classlficatlons provide a
matrix for analyzing verbal behaviors. All seven classifi
cations have been used by previous researchers and each of
Winter 1981
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the seven behaviors Is common to teacher and student in·
teraction . u

Accepting/expressing emotion: behaviors which
show a teacher accepting or expressing emotion to
student or class.
Reinforcement: behaviors which are positive and accepting of student behavior.
Feedback: teacher statements wh ich develop or but·
tress student behavior.
Question ing: behaviors which solicii student information at different levels of intellectual activity.
Information giving or lecture: statements which pro·
vide information to a student in a unidirectional
fashion.
Direction giving: behaviors that are commands, o rders and statements which the student is to comply.
Criticism or justifying authority: behaviors which are
intended to change unacceptable behavior to acceptable behavior.
The isolation and examination of specific verbal
behaviors allows the teacher to become more aware of
their impact o n student behavior which resu lts in learning
how to control verbal interaction.
Step Five: Identification of Nonverbal Cues in Teacher
Self-Assessment.
After the teacher has become acquainted with media,
set and closure, and verbal cues, it is important to identify
and study nonverbal cues found in the total teaching per·
formance. While there are hundreds of random nonverbal
cues which can be studied, there are approximately 10
generic cues that can be observed with some regularity:
(1) eye contact, (2) gestures, (3) mannerisms, (4) teacher
travel, (5) touch ing, (6) facial features, (7) posture,
(8) energy level, (9) use of space and (10) silence.
eye contact: establishing visual contact with the
student for the purpose of approval, disapproval or
interest.
gestures: physical movement of legs, feet, hands,
shoulders and trunk which are intended to buttress
the verbal message being sent by the teacher.
mannerisms: physical movement o f tegs, feet, hands,
shoulders and trunk which are unrelated to th e verbal message being sent by the teacher; these
behaviors could be classified as id iosyncratic.
1eacher travel: physical movement which conveys
reinforcement, concern or control.
touch ing: physical body contact which is used as
reinforcement, concern

or reassurance.

facial features: an array of messages conveyed by
forehead, eyebrows, cheeks, ears, Iips, tongue and
chin which assist in delivering the verbal message.
posture: standing, setti ng, slouching, stooping or
other physical arrangement depicted by the
teacher's body.
energy level: the enthusiasm of teacher shown by
coord ination of legs, feet, hands, shoulders and
trunk as well as speed of these physical com·
ponents.
use of space: the organization of the classroom en·
vironment which denotes physical activities as well
as expectations of student participation.
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silence: the absence of verbal behavior which communicates messages of overstatement, understatement, suspense, deliberation of thought or
confusion.
Research and study of nonverbal behavior remains in
an embroyonic stage; however, the teacher needs to
isolate and study those nonverbal behaviors which have
an impact on student achievement and attitudes.
Step Six: Planning Methodology Behaviors with MeansReferenced Objectives In Teacher Self-Assessment.
The next logical step in teacher self-assessment is
learning how to plan methodology behavior(s) which the
teacher deems essential to accomplish classroom goals
and objectives. The label given to these kind of objectives
is means-referenced object
ives."
Means-referenced objectives (MRO's) are used by the teacher to identify the
exact means that will be used in delivering concepts or
content to students. MAO statements specify the exact
method or means employed by the teacher to achieve an
Instructional end. They should not be confused with instructional objectives which identify the exact student
behavior desired in learning.
Examples of means-referenced objectives that a
teacher might wish to use in planning instructional
lessons include the following:
Basic Verbal Cue: Questioning
Means-referenced objective:
In a small group Inquiry lesson on population ex·
plosion, the teacher will ask more analysis level questions
than content level questions. Three out of four questions
will be at the analysis level.

Basic Nonverbal Cue: Teacher Travel
Means-referenced objective:
During the 10 minute seat work assignment in
mathematics, the teacher will travel (walk) to each
student. Criteria: All (15 out of 15) students will have been
contacted by the instructor to determine If questions or
problems exist.
Step Seven: Using Observation Instruments to Qualify
Classroom Instruction In Teacher Self-Assessment.
The teacher's ability to identify Instructional
behaviors such as the verbal and nonverbal behaviors Is
not totally sufficient in a self-assessment program. There
is a need for recording classroom events In an organized,
comprehensive manner. There are few precise, organized
ways of accomplishing th is task without using an ob·
servation instrument. Observation instruments are a
soph isticated checklist which captures qualities of
classroom interaction frequency and sequence. Ob·
servation instruments are employed when listening to an
audiotape or viewing a videotape replay of the teacher's
performance.
Selection and use of observation Instruments is not
an easy task. Choice of observation tools can be made
from hundreds of observation systems. In a broad sense,
there are two types of instruments available to the teacher
engaged in self-help: expert-prepared and teacher-made
observation instruments. Teacher-made instruments are
those constructed by the teacher." Expert-prepared Instruments are those prepared by those professionals in
the field of observation tools. These observation tools can
then be adopted by teachers who are interested In

FREQUENCY OBSERVATION FORM DEALING WITH SELECTED
VERBAL AND NONVERBAL BEHAVIOR
Figure 2
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--------------------------------.. · class · ········ ···· .... .. · · - - - - - - - - - - - - - -- - - - - - - - - - - - - - -- - - -
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studying their personal behavior.
Flanders' Interaction Analysis would be an example
of a widely accepted expert-prepared observation form.
Teacher-made observation instruments are not as easily
identified. Their value, however, can be outstanding since
they are tailored to the Individual teacher needs. The
example In Figure 2 illustrates how a teacher can develop
an observation form suited to personal needs.
The development of teacher·made observation forrris
requires more time and patience than all the other steps
found in teacher self-assessment. Some teachers will find
expert-prepared observation forms more suitable while
other teachers will find that the teacher-made observation
forms are more desirable. An equal number of teachers
engaging in self-assessment will find that a combination
of both expert-prepared and teacher-made observation
forms are imperative forself·help exercises.
Step Eight: The Use of Student Feedback In Teacher Self·
Assessment.
Student feedback is the practice of soliciting oral or
written feedback from pupils. To date, student feedback
has been used more for teacher evaluation than as a
strategy In teacher self-assessment. When student feedback is employed in teacher self.assessment, the major
objective is to gather information from students about the
course and instructor; the data, In turn, is analyzed for
ways which allow the teacher to improve instructionally."
The major advantage of using student feedback In
teacher self-assessment is that the student information
can be contrasted with teacher.gathered information . If
there is a high degree of congruity between student input
and teacher sell-information, the teacher cou Id feel con
fident about the reliability of feedback. If there is a great
deal of discrepancy between teacher self-assessment In·
formation and student input, the teacher must determine
which opinion is Inaccurate or why the discrepancy exists.
The availability of expert-prepared student feedback
instruments is limited at the elementary and secondary
level while there are a number of instruments designed for
higher education. However, all teachers have a choice be·
tween teacher-made and expert-prepared student feedback instruments. Neither the teacher-made nor expertprepared instrument should be preferred over the other.
Each type of instrument has merit depending on the goals
published
and preferences of the teacher.
Conclusion
Viewed collectively, the eight steps of teacher selfassessment reveal a comprehensive self-directed staff
development program. Teacher self-assessment is a
proven program which requires the teacher to be responsible for personal professional growth .
The step-by step approach allows teachers to learn
how to study, control and improve their own Instructional
behaviors without external assistance. However, the concept of teacher self-assessment can not be Implemented
without careful planning and training by the teacher and
school district. Unfortunately, there is not sufficient information which documents the length of time that a
teacher can sustain an individualized staff development
program. Without continual reinforcement from administrators and/or supervisors and periodic technical
assistance from experts in the area of instructional improvement, the teacher may well lose interest in self·
directed instructional improvement.
Winter 1981
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"The Anchorage Program"
achieves success in staff
development

Evaluation:
One state's
solution
By Robert J. Harder
During the 1970s numerous state legislatures and
State Departments of Education developed rules and
regulations pertaining to the evaluation of professional
employees. Alaska was one of these states. Every school
district in Alask·a was responsible for a yearly formal
evaluation of each certified staff member (by the 1976·77
school year).
In 1974, the Anchorage School District established a
Task Force to develop an evaluation system that would
both fulfill the state requirements and provide a basis for
Certificated Personnel professional development. 1t took
the task force two years to develop the program described
in this article. Two high school principals, Dee Durst and
Bob McCormick provided the district leadership for the
development of the certificated personnel evaluation
program.
The evaluation plan was based on several operational
principles. An evaluation program must (1) assist the professional educator to improve skills and knowledge related to an area of responsibility, (2) have evaluation standards and procedures mutually known and accepted by
both evaluator and evaluatee, (3) be a continual process
of assessment, diagnosis and prescription, (4) be a pro·
cess whereby evaluator and eval uatee mutually work to·
gether toward elimination of the gap between "what is"
and "what should be," and (5) have procedures applicable
to all employees, regardless of the position.'
Job Descriptions
An initial task was the development of a job description for each district position except the exchool superintendent. This included job descriptions for teachers,
librarians/media specialists, school nurses, principals,
district consultants, school psychologists, and directors
of special services. The teacher job description is in·
eluded as an illustration of a fob description.
Educational Considerations, Vol. 8, No. 2, Winter 1981
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Teacher Job Description
I. Instructional Competencies
Subject Matter
It is the responsibility of the teacher to
maintain competency in areas of certifica·
ti on and assignment.
Assessment and Planning
It is the responsibi lily of the teacher to employ appropriate diagnostic methods, to
identify student proficiency levels, and to
subsequently plan short and long range pro·
grams designed to accommodate these
identified needs.
Learning Environment
It Is the responslblllty of the teacher to establish a physical, emotional. and Intellectual climate conducive to the teaching-learning process.
Classroom Management
It is the responsibility of the teacher to manage time, space and resources for the enhancement of the teaching-learning process.
Instructional
It is the responsibility of the teacher to util ·
ize effective teaching methods for the
achievement of desired objectives.
Motivational
It is the responsibility of the teacher to em·
ploy a variety of methods and materials
which will motivate the student to learn and
seek additional learning experiences.
Classroom Social Interaction
11 is the responsibility of the teacher to pro·
vide leadership in the establishment of a
positive relationship between student and
teacher, and student and student.
Evaluation
It is the responsibility of the teacher to select, develop and employ appropriate evaluation techniques to assess student progress and instructional effectiveness.
Decorum
11 Is the responsibility of the teacher to use
appropriate methods to assist students to
accept and practice standards of good
decorum.
II. Other Professional Expectations
Interpersonal Relationships
It is the responsibility of the teacher to
strive for harmonious anef cooperative rela·
tionships with staff, parents and community.
Non·lnstructional Duties
It Is the responsibility of the teacher to perform required reporting and record keeping
fu nctions.
Curricular and Non·Curricular Activities
It is the responsibility of the teacher to
search for and perform in the roles of advis·
ing, supervising and sponsoring as the need
arises and talents permit.
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Professional Growth
It is the responsibility of the teacher to participate in the activities of educational committees and organizations for the benefits of
personal growth and the general promotion
of the profession.
Self-Evaluation
It is the responsibility of the teacher and
unit administrators to develop the means of
involving parents and students in their self·
evaluation. The processes used and the
manner in which the findings are utilized for
the improvement of instruction will be noted
on the evaluation document under Self-Eva!·
uation!
Competency Examples
To provide a better understanding of each com·
petency and to provide assistance in the evaluation
process, a number of examples of each competency were
developed for distribution to both evaluator and evaluatee.
Although each list of examples could not be exhaustive, it
served as a tool for clarification of the competencies.
Also, the list illustrated the broad dimensions of each
competency. Finally, the list helped illustrate that not all
techniques are equally important to all teachers. A partial
list of examples for the Assessment and Planning com petency from the teacher job description is included as an
illustration .

12. What are the indications that the teacher is knowledgeable about the individual student's past
achievement, test scores, behavior and accomplishments?
13. What are the Indications that classroom work over
an extended period of time is clearly directed to·
ward identifiable goals?'
Format Development
Four basic principles were instrumental in the devel·
opment of the evaluation format.
Principle One.
One ot the first requirements of a professional is to
be continuously engaged in the improvement of compe·
tencies necessary to job performance.
Plan tor
Improvement

D

Continued
Development
Encouraged

D

D

D

The above principle was influential in the qualitative
framework portion of the evaluation document. Re·
propriate methods of assessment, to identify student
gardless of the com petency development of the eval·
proficiency levels, and to subsequently plan short and
uatee, Improvement to some degree is always the
long range programs designed to accommodate these
objective. In some cases a "Plan for Improvement"
identified needs.
is necessary, while In other cases, the evaluator may
Suggested questions relative to the above comwish to cite only that "Continued Developmentis
·
En
petency:
either situalion, there Is never an in·
couraged." In
dication that the opportunity for improvement has
1. What examples of diagnostic tools can be cited?
ceased.
2. What recorded data are available as a result ol the
diagnosis completed for each student?
Principle Two
3. What Is the evidence that students are working at
Improvement of competencies requires time; It does
different levels of difficulty?
not just happen. In most cases improvement is a develop·
mental process through stages.
4. What is the evidence of various levels of instruc·
tional materials present in the classroom?
5. What indications are present that the work being
attempted is appropriate with respect to the capacities and abilities of students?
6. What are the classroom examples to Indlcate that
Short
the teacher provides opportunities for pupils to
Extended
Range
Time
pursue significant and satisfying Interests, indi·
vidually and col lectively to acquire basic tools and
,
skills?
7. What are examples of short and long range plans
which have been based on the interpretation of
diagnostic data?
The school district evaluation document for cer8. What are the examples of student participation in
tificated personnel has provided for the recognition
planning?
of this time principle. Having determined that im·
9. To what extent do lesson plans Indicate planning
provement is needed in a specific competency area,
as a result of assessment?
the evaluator and evaluatee will develop a plan that
10. To what extent do students keep a record of their
will lead to improvement. The next decision is the
work?
determination of the time required to achieve the
desired goal. The proper column will be checked,
11. To what extent does the teacher permit spon"Extended Time" or "Short Range."
taneity as opportunities and interest suddenly
present themselves?
The insertion of the time factor into the evaluation
It is the responsibility of the teacher to employ ap-

•.

D
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document should insure additional interaction,
reevaluation, analysis, and planning between eval·
uator and evaluatee. Neither the evaluator nor
evaluatee should assume that the improvement of
competencies Is something one does in a con·
ference, nor is it the result of reading the marks
recorded on an evaluation check list. It is at the work
station where one learns through experience,
refinement and adaptation.
Principle Three
Evaluation systems built on an extensive point rating
scale provide little assistance or motivation for Improve·
menl.

Short
Range

D

Extended
Time

D

Profi·
cient

Excep·
tional

D

D

The evaluation document has been designed to em·
phaslze the improvement of instruction and to min·
imlze time and energy being spent on debating the
accuracy of a point on a scale. The " Profici ent" and
"Exceptional " columns do reflect some aspects of
rating, but both are positive in nature, which should
tend to red uce the tension that rating general ly
produces. When the exceptional column is checked,
a written justification by the evaluator is required.
On the " Plan for Improvement" side, "point rating"
has been replaced by the factors of time and ex·
tensiveness of the plan for improvement. The classl·
fications "Short Range" and " Extended Time" do
not rate the seriousness of extent of the skill
deficiency. For example: a simple speech pattern
that should be corrected may take months to alter,
whereas the serious situation of a teacher's physical
abuse of a student should cease immediately.
Principle Four
There is greater assurance for change and Improve·
ment if the evaluatee possesses a clear idea of expecta·
lions and goals.

Plan for
Improvement

Short
Range

A. Knowledge

B.

Extended
Time

of subject

D

Assessrnent
and plannl
; nf

L]
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Continued
Development
Encouraged
Pro Ii·
cient

D
D

Excep.
tional

D

D
D

The format of the school district evaluation
document has been arranged in such a way that
space is provided between each major com·
petency. Whenever a " Plan for Improvement" is
necessary, a written statement is required. The
statement should Include definition of the problem and a brief description of the plan.
Sample Problem: An excessive amount of time consumed
changing from one classroom activity to another.
With the completion of one assignment or ac·
tivity, the teacher experiences considerable dif·
ficulty in the start up of the next module of work
and study.
Plan: The teacher wil I de ta II the specific tech·
niques and procedures for the smooth transition
trom one activity to another.
A written statement Is also required for a positioning mark within the "Exceptional " column.
The statement must include justification for this
judgment of exceptional proficiency.
Exceptional: Students are eagerly seeking new
projects. Display of student work indicates stu·
dent interest has advanced beyond the normal
tasks. Students are returning to class after
school to continue work. Parent input indicates
high student interest. Teacher is constantly looking for new and outside resources to meet the
needs of students.
co
does not rule
"
A mark in the " Proficient
lumn
out the possibility of a written plan should the
evaluatee so desire.
A brief narrative requirements of the evaluation
document are the responsibility of the evaluator
but should not be written unilaterally. Generally,
both the evaluator and evaluatee will agree on a
plan tor improvement. II agreement cannot be
reached, each party is responsible for his/her nar·
rative comments.•

In practice, Principle Two was mOdifled. Both eval·
uator and evatuatee had d ifficulty in determining the
length of time needed to correct a deficiency. Also, since
determining the time is secondary to that of developing
procedures for competency improvement, the time d lf·
ferentiation has been dropped. Finally, until a plan of im·
provement is developed and tried, time is an unknown factor. For example, to correct the habit of saying " ok" to all
student responses may be easy and sudden for some
teachers while it may be near to impossible for other
teachers.
Evaluation Form
The evaluation form was developed as a working
document. Space for a written plan for improvement or an
explanation of an exceptional rating was provided for on
the form. The form included only the major conpetencies.
This was done to provide both a focus and flexibilit
y.
The
focus is provided by limiting the evaluation categories to
those that are essential for performance of job. The flexi·
bility is provided by the broad range of activities and skills
within each competency. The inherent weakness of the
form is that one of these, focus or flexibility, could be em·
phasized at the expense of the other. An example of the
form is illustrated with the first page of the Teacher
Evaluation form shown below.
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Administration procedures
The administrative procedures for the AnchOrage
Evaluation Program are similar to other evaluation programs. The major feature is that all evaluations are based
on the job descriptions. The job description provides a
form and guidelines for professional development. It Is
recognized that in the process of evaluating for professional development, the evaluator may find it necessary to
consider the possibility of non-retention for the evaluatee.
When this is determined, the evaluatee is notified and a
new set of procedures for non-retention are utilized. These
proced ures were developed to protect both the evaluatee
and the evaluator as well as provide a system for dismissal
when needed. Since this is another issue and a complex
one, it will not be described in this article.
Also, the plan was not developed for reduction in
force (AIF). Another plan was developed for th is
possibility.
The Anchorage district is contemplating a formal
evaluation of the described plan. The Anchorage Program
has been adopted by other districts and is working satis·
factorily. It is assumed that the plan cannot be adopted as
written but each district needs to develop a set of competencies and examples unique to its personnel
evaluation needs.

Anchorage School District
Teacher Evaluation Form•
Teacher
Assignment _ _ Tenure __ Non-Tenure __

Plan for
Improvement

Short·
Range

Continued
Development
Encouraged

Extended
Time

I. Areas of Instructional
Competency
A. Knowledge of
Subject
B. Assessment and
Planning
C. Learning
Environment
D. Classroom
Management

Proficient

D
D
D
D

D
D
D
D

Exceptional

D
D
D
D

D
D
D
D

FOOTNOTES

1. " HandbooK for Evaluation of Certificated Personnel," Anchorage School District, Anchorage, Alaska 1976·77, p. 1.

2. Ibid., pp. 8·9.
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3. Ibid., p. 6.
4. Ibid., pp. 4-7.
5. Ibid., p. 10.
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Should public schools bring
about change in society?

Educational
change a
prerequisite

By Everett D. Edington

INTRODUCTION
A dilemma exists concerning public education's role
in bringing about change within our social system. Should
schools reflect the philosoph ies of the majority within a
community, state, or the nation; or ShOuld they be In·
struments to bring about change within the system or
even to change the structure of the system Itself? In the
past, the role of the public schools has generally been
merely the reflection of the majority within its community
whether this reflection was religion, poll tics, or whatever.
This view was accepted by both educators and the public
alike.
Changes seem to be taking place not only among
educators, but within the public. Rarely does anyone go
so far as to envision schools taking the role of changing
the social structure, but they do see the schools taking
the vital function of leadership, thus bringing about im·
portant social changes within the existing social system.
In the past, this function was the prerogative of higher
education; but now it is starting to seep into the secon·
dary and elementary level of our publ ic educational
systems.
Certain conservative elements see this as a cause of
great concern while most progressive groups applaud the
change in direction. While not a rapid, overnight change, it
Educational Considerations, Vol. 8, No. 2, Winter 1981
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is slowly beginning to permeate most of the public school
system. Such a change in role definition, In Itself, is
neither good nor bad, because the school may be an extremely powerful force in bringing about desirable as well
as undesirable change.
In redefining their role, it will be important for the
schools to restructure their systems for obtain ing information used in decision making. John I. Good lad (1973)
advocates, in order to satisfy the different realms of
decision making which will become a part of the role of
the schools, that differing data sources be brought into
play for finding new solutions to problems. He suggests
that educational institutions tend to draw their data from
the safety of conventional wisdom, that schools are con·
servatively oriented, and that most controversial and
potent thrusts of Innovations are blunted .
Education has been generally conservative and slow
to change when compared to other disciplines. McMurrin
(1969) indicates that this is due to the natural conservativeness of such social institutions as education.
Rogers and Shoemaker (1971) indicate that recent
changes In education reflect those of society, in general,
which is now more open to change and also that re·
sources are now avai lable (still on a somewhat limited
scale) to encourage change and innovation in education.
INNOVATION AND ITS RELATIONSHIP TO THE GOAL
AND OBJECTIVE OF EDUCATION:
There is an unending controversy regarding the goals
and objectives of the educational system. Extremists in
either direction can be found in almost any program within
the schools. There are advocates of only the " 3Rs' ' and
"
" humanistic program. Some
advocates ol lhe completely
would have the schools rigidly structured with no Input by
students, while others stress the only way a person learns
is with complete freedom to choose not only the way in
which he learns what he learns, but also whether or not he
needs to learn at all. A complete range of opinions is
found among educators and lay citizens in the community.
Generally, a larger percentage of the educators, rather
than other citizens, wo uld favor more progressive goals of
learning; but this varies from group to group. Those persons favoring the more progressive goals are usually better educated and upper·mlddle·class Americans; however,
there is such a wide variation that generalizations, here,
are dangerous.
Such controversy over the purposes of the educa·
tlonal system are healthy. Without differences of opinion,
our schools would become stagnant and fall to meet the
needs of our ever changing society. Lack of on-going dia·
logue would lead to control by a very few who wou ld be
able to indoctrinate the youth with their phi losophies and,
thus, in a generation would have one basic phi losophy in
complete control of the social system.
The American society Is at a point in time when ex·
tremely important decisions concerning the future and direction of education must be made. Sterling M. McMurrin
(1969) in Schools and the Challenge of Innovation, stated
"But If many of these decisions are to be made In the
future-the very near future-at least one major
decision must be made now. It is the decision on
whether to cling to the established educational
habits and customs and thereby perpetuate the past
or seize the opportunities of the present to break
through those habits and customs and move in new
directions."
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In any discussion of pu rposes ano goals ot education
It is important to know what is involved. The purposes
refer to (1) the ind ividual, (2) the society ana (3) the cultures. The goals are usually found in either the (1) cogni·
live nature, or(2) affective domains (McMurrin, 1969).
The S<:hools are primarily concerned with two major
types of learning-the cognitive and the aflective. The
cognitive domain usually
the skills of achieveinvolves
ment and the abili ty to communicate tor the lndlvldual. 11
Involves both sensory knowledge and abstract thought.
The affective is concerned with the feelings and attitudes
an Individual forms, both about himself and about his
fellow beings. Ginsberg (1973), in a lecture presented at
Ohio Stateiversity,
Un
indicated that except for an athletic
activity, American schools have concentrated almost ex·
elusively on the development of cognitive skills, and that
they are behind in their efforts to identify, train or reward
young people with potentials for superior performance in
non-academic, non-athletic pursuits.
In America, the individ ual is the focus of our culture
and society. An opportunity is provided for indlvldual
achievement. Education Is generally thought of as one of
the most appropriate ways for achievement by the individual. The school, therefore, should produce an individual who is not only economically self-sufficient In the
society, but also one who, as a result of his education can
'
find self-satisfaction in hi s pursuits.
. Our educational system should perpetuate a society
whichnerally
Is ge
free In order that the Individ
ual
may
progress and attain his goals. It should perpetuate the
culture and heritage of its people.
In order for the educational reformer to be suc·
cessful, he must not be so drastically different that
society wlll no t listen to him and thus not accept his
viewpoints. In order to survive in educatlonal and polltlca
l
change, It Is necessary to have what may be tho ught o f as
a map of the territory, together with some notion of the
desirable direction and available paths. The reformer
should also be aware of the practicality and applicability
of reforms he advocates. Most of the present literature
does not reflect this concern. In a review of the literature
on training and change, Maurice Oliver (1971) Indicates
that little was reliable and dependable for use by the practicing school administrator in the tasks of administering
for change. It Is extremely important that those persons
advocating educational change have clearly In mind the
goal of society before attempting to initiate change in the
schoo
Itl should
also
s.
be kept in mind that change for
change sake should be avoided at all cost. Onl y those
changes which have been carefully studied and that will
help meet the purposes and objectives of the educatlonal
systems should be undertaken.

FACTORS AFFECTING EDUCATIONAL CHANGE:
There are a number of variables that will affect the
type and amount of change that will occur in our public
educational systems. Such forces ca.n be found both inside and outside of the formal structure. Those from
within will be diS<:ussed first.
Inside the School
School districts In America differ greatly and an ex·
cepllon can be found to any generalized discussion con-
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cern ing them. Schoo
l districts range from large urban and
suburban school districts with thousands of students and
numerous schools to extremely isolated one-room
schools with few studenls. Many of the same forces
which affect acceptance or rejection of change act within
each district.
First, one must look at the system and those people
who make up the system in predicting acceptability of
change. Persons with larger amounts of education and
higher socio-economic levels are generally more wi lli ng to
accept change than those with lower levels of education
and socio·economic status. Resources available to the
d istrict are extremely Importan t. Those districts having
difficulty meeting payro lls and obtain ing adequate supplies and equipment are not likely to be innovative while
those districts with ample resources and supplies will be
more willing to Initiate change. This is evident among the
states. Those states providing more resources for the
school~ are more likely to have schools with changing,
dynamic programs. With some of the more recent court
rulings concerning equalization of educational resources
within a state, we will probably see more equalization of
innovativeness among schools. There Is, however, a
danger of bringing the more resourceful districts down to
the average and thus, destroying their ability to Innovate.
It is hoped that new state funding formulas will reward the
district that is willing to try new Ideas. In the past, the urban and suburban d is tricts have been able to pay higher
salanes and, thus, to attrac t the more innovative type of
administrator and teacher. Usually, those with higher
levels of education have left the rural areas. Hopefully, any
new funding formulas, brought about as a result of the
court rulings, will make spec ial allowances for small
schools in order to alleviate this d iscrepancy.
O'Fallen and Doak (1 973) found that small schools
have been slow to respond to changing societal needs
because (1) of their isolation, geographically and other·
wise; (2) their smallness leaves littleility
flexib
to innovate
and explore; (3) staffing patterns are aimed at recruitment
from within the community; and (4) information and communication Is focused on local rather than cosmopolitan
sources.
The tack of knowledge and skllls of individ uals within
a system many limes act as a deterrent to change. In his
writings on educational programs In developing countries,
H.S. Bhtoa (1973) Indicated that the general lack of
knowledge among practitioners and educators concerning the how and why of organlza
behavior will,
tlonal
as a lack of sensitivity on the part of the administrators
and planners to the organi
tional
za
aspects of technical
assistance, slow down planned change.
The school administrators play a big role in encouraging change within schools. If they are open minded
and reward those teachers who properly plan and Initiate
change, change is more likely to occur. If change Is
discouraged, the innovative teacher will either leave the
system or become more like the traditional teacher In or·
der to survive within the system. The community often
looks to the administrator for leadership in bringing about
change. Robert H. Anderson (1 973), when discussing
"Open Education" and the principal's role, made the
following statement: " Public receptivity in o pen
ed ucation as a specific example of school reform has
sometimes been less than enthusiastic; for this reason,
the would-be progressive school pri ncipal faces a
challenging task of Inquiry, Info rmation, persuasion and
affirmative action. It follows then that unless principals do
Educational Considerations
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commit themselves to the cause of open education, that
cause may not flourish. Leadership In planning,
provisioning and more imaginative exploitation of the
school's physical environment is one of the Important
contributions a principal can make."
Outside the School
The community may include the local school area,
district, state, or larger geog raphic area, such as the
nation. There ts a movement in education today wherein
many groups and local communities are demanding more
local control of their schools and yet are desiring more
resources from state and nation
sources. As more
al
school support monies come from outside the local communi ty, more controls which may infl uence the changes
that take place withi n the local school will come.
Community characteristics wh ich influence change
are closely related to characteristics of individuals who In·
fluence change. Thus, communities with higher levels of
education and socio-economic status will be more 1lkely
to accept change. Communities that are more cosmopolitan in nature will be more willing to accept innovation
within the schools. Communities with these characteristics will not only be more willing to accept such change,
but will demand that Improvements be made and that the
schools be a dynamic force In the social structure.

2. Compatibi lity is the degree to which an innovation
is perceived as being consistent with the existing
values, needs and experiences of the receivers.
3. Complexity
Is
how difficult an Innovation is perceived to be.
4_ Triability is the degree to which a innovation may
be "'tried out'" on a limited basis.
s. Observability is the degree to which the results of
an innovation are visible to others.
In each case it should be noted that the determining
factor is how the characteristic is perceived by the
receiver. No mat ter what the actual situation is, if the
receiver perceives it differently, then that perception is
true for him.
RESTRUCTU
RI NG THE EDUCATIONAL
SYSTEM FOR CHANGE
Contrary to the beliefs of some people, it is not necessary to have complete restructuring of the schools to
make them more susceptible to desired change. In fact,
there is a danger in completely dismantling an entire
system. This is especially true when the system has a
sound basic structure and is an integral part of the com·
munlty, as are the public schools in America. Any change
of the structure should follow the same basic principle of
change In the program, that o f working within the
establishment rather than trying to destroy the structure
and then building an entirely new system.

Extremes of social unrest within a community may, In
some cases, act as a deterrent to change. When school
administrators are found to have tocked gates at the
Alternative School s
schools and police in the halls to protect the students,
staff, and property, it Is extremely d ifficult to have a viable onal
A " positive" rather than a •· negative" approach to
educati
program. It is important that there be dialogue
ed ucation is advocated by many people as a means of
between the community and school personnel, although
making schools more meaningfu l and thus being more
in some cases there may be confrontation. This con·
successful in meeting the needs of students. The Glasse
r
frontation should not be destructive in nature, but should
approach is one that advocates the positive school exinvolve issues that can be solved at the negotiating table
perience. Bruce o. Keepes (1973), in a presentation given
or at the poll Ing place during school board elections.
at the American Educational Research Association, re·
Generally, in the past, school board members have
ported that after four years or operating on the Glasser
represented the power structure in the community or
plan, the school staff was noticeably more committed to
special Interest groups. Such persons were content to
creating a success-oriented experience for students as
maintain the status quo in the schools. State legislatures
evidenced by the warm teacher-pupil relationship, the emoften represent the same groups of people. If others, In
phasis on individualized instruction, the absence of arthe various communities, want more of a voice in what
bitrary universal standards, the problem-solving approach
happens in the schools, they must work within the system
to discipline, and the general sense of joint effort oband get representation on both local and state legislative
servable both within the classroom and within the school
and pollcy making bodies. This change Is beginning to
as a whole.
take place In some communities, making the schools
more susceptible to changes desi red by the various
New Role for Intermedi
ate School
Districts
people living within the school district. This may not
An extremely exciting and promising practice In
always be advantageous for the schools. A great many
school organizations which has recently
eloped
dev
Is
that
school districts In retirement communities are in serious
of redefining the Intermediate unit and Its function. The
financial trouble and unable to provide adequate
original
ate In
terme
di
unit, the office of the county school
educational programs due to the conservative nature of
superintendent, was on the whole a !allure and had
the constituents.
outlived its usefulness. A majority of the states now have
legislation which enables school districts to band
Characteristics of Innovations that Allee! Change
together cooperatively into a regional unit (Bensen and
The characteristics of the innovation Itself may deter·
Barber, 1971). This band ing together enables districts to
mine Its acceptance or rejection into a particular school
provide services to students, as a part of a larger unit
system or classroom. Rogers and Shoemaker (1971) listed
which would have been impossible in a single school
five characteristics of innovations that are sensed by the
district This type of organizatlon has been especially
receivers as being important and contributing to their difbeneficial to rural schools which have many times been
ferent rates of adoption.
unable to provide adequate educational programs. It also
enables these schools, without consolidation, to provide
1. Relative advantage is the degree to which an In·
novation Is perceived to have a greater advantage
increased services and to keep their own identities.
over the Idea that it replaces.
School consolidation, in the past, often helped to destroy
Win ter 1981

Published by New Prairie Press, 2017

27
29

Educational Considerations, Vol. 8, No. 2 [1981], Art. 22
small rural communities. Some examples of states with
more successful programs are the Board of Cooperative
Educational Services (BOCES) in New York, the Regional
Service Center in Texas and Jhe County Schools in California. In some states, there is much less structure and the
schools band together in a cooperative arrangement to
perform a number of special services. Each state may also
have a different administrative structure for the in·
termediate unit. Such a system spreads out both the
resources and the risks involved in implementing in·
novations into the schools.
Consolidation vs. Decentralization
The trend of consolidation of school districts and the
making of larger and larger districts has tended to slow
down in the past few years. Some people are now beg in·
ning to question whether or not some districts are too big
to bring about desirable change and to provide adequate
educational programs for the youth and adults in the com·
munity. This does not imply, however, that there are not
some districts which are still too small and could still
benefit from consolidation, but that some of the larger ur·
ban districts may have become too large to adequately
perform their functions. Roscoe Brown (1973) points out
that in New York City decentralization is being attempted
in order to help meet the demands of the citizens for im·
proved educational programs. He indicated that the main
obstacles to decentralization of schools in New York City
are the bureaucracies within the school systems, a large
and powerful teacher union, and the political ramifications
which accom pany the process of decentralization. The
main benefits are the lessening of administrative lethargy
in the centralized bureaucracy and the ease of respon·
siveness In meeting the needs of local communities.
Each community should take a good look at the size
of its school district and what it hopes to accomplish in
trying to determine If the districts are too large or not large
enough. Decisions for change should be made upon the
needs of the youth and adults served by the educational
system. This process is very agonizing in many cases, but
each community needs desperately to do so.
Year-Round Schools
Another system which has shown some promise is
that of the "year-round school." There are indications that
school districts across the nation increasingly view year.
round school operations as much for the opportunities to
improve the educational program as for reasons of space
utilization or economy (Olsen and Rice, 1974). A number of
plans are in operation, but all basically involve having the
schools open all year long with students taking vacations
at different times to better utilize the facilities. A few,
however, are not truly "year-round" schools in the stric·
test sense, offering only remedial or enrichment programs
for the students in the summer.
The greatest problem with the year-round system has
been adjustment for the parents and the community. It is
difficult for working mothers to have children at home
other than during the traditional summer vacations, and
the system may also play havoc with traditional family
vacation plans. There are some indications that such
parental adjustments have been made.
Personnel
The most difficulty in structuring for change comes
with personnel. It causes real problems for people who

28
https://newprairiepress.org/edconsiderations/vol8/iss2/22
DOI: 10.4148/0146-9282.1864

may be conservative by nature and who work within a
traditionally conservative system to make major changes.
But without some changes in the thinking and attitude of
existing personnel or by replacing them with newly
trained personnel, It will be an impossible task to im·
plement lasting innovations into the school systems,
especially innovative programs in staff development.
Administration
If the administration in an organization fails to see the
need for change or lack the ability to initiate and carry out
change, then there is little likelihood that change will take
place. This is true at all levels of administration, from the
superintendent and staff at the central office down to the
principal at the individual school or building level. Their
approval is needed for much progress to take place. The
mere fact that an administrator does not encourage in ·
novation indicates endorsement of a traditional program
already in existence. Inactivity may be as detrimental to
change as a strong stand against change itself. The ad·
ministrator may either introduce change himself or act as
a facilitator in the encouragement of teachers or students
in such an introduction.
The present-day role of the school administrator is
being seriously questioned by many groups and in ·
dividuals at this time. Teachers often see administrators
as being too far removed from the instruction and con ·
cerned primarily with "efficient management." Many
times the goals of management may differ from those of
the teacher or student in the classroom. Quite often the
main concern of the adm lnistrator may be that of someone
who does not "rock the boat." The administrator may view
the teacher who Is trying to develop a more progressive
education program as a troublemaker. It should be said, In
the administrator's defense, that not all of them fit such a
mold. Enough do, however, to cause some serious con·
cerns in the minds of many about what should be the true
role of the school administrator and, in some cases, if the
administrators should even continue to exist.
In an attempt to establish a hierarchical order of pur·
pose for the elementary school principal , Gallo (1973)
proposes the following: (1) clinical supervision for the im:
provement of instruction, (2) professional dialogue with
staff in the planning of curriculum and the implementation
of curriculum programs. and (3) management function.
Because these functions are not performed in the above
order and often the management function is given highest
priority, many people are beginning to advocate the
abolishment of the building principal.
All too often the administrative role is that of
gatekeeper and the gate has been closed to desired
changes in education. Change will occur only when the
administrator perceives a need for change and sees him·
self as having the power to bring about the change.
(Reynolds, 1967)
Teachers
Teachers must also have the proper attitude and
desire if change is to occur. Teachers are the most important Ii nks in developing an adequate ed ucational
program for learning to take place. It is impossible to ex·
pect teachers to change by merely just telling them to do
so. They must be motivated and see a need for the change
and then receive help In the implemen tation.
One of the most Important developments in
education, in some time, is that of competency-based
teacher education programs. The main th rust in teacher
Educational Considerations
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certification would be the competencies and skills in
which the teachers could demonstrate proficiencies. If
this program is fully developed, the teachers will be personally involved in continual change and innovation in all
areas may tend to become second nature. At least 40% of
the states presently have plans for awarding certificates
through competency·assessed teacher certification pro·
grams. (Maurer, 1973). The greatest resistance to compe·
tency·based teacher certification programs, at this time,
seems to be coming from teacher organizations.
Teachers as a group will not be change·oriented until
the system begins to reward them for being so. The
present system which gives pay increases based primarily
on longevity may tend to discourage the Innovative
teachers. Currently there is a tendency to reward those
who do " not make waves."
The administration and teachers need to work to·
gether as a team if desired educational change is to take
place. Each must have input into such change at all stages
of Its development-the conceptual, planning, as well as
Initiation and implementation phases.
Role of the Community
We are in the midst of an extremely serious controversy today concerning the role of the community in
our public schools. There Is little indication that the
problems will soon be solved. There are, on one side,
those who say that the schools belong to the community
and that the students are products of the local communities. On the other side, there are those who advocate
that the purpose of the school is to bring about change
and that professional educators should have the ultimate
voice as to what takes place in the school and curriculum .
This controversy has even caused bloodshed and violence
in some communities. A major problem often involves
material
found in textbooks over which the local educa·
tors or citizens have little or no control. Forces on a large
(often even national) scale are having more and more ef·
feet on what goes on in individual classrooms. Parents
and other citizens are becoming concerned and demand·
ing more of a voice in what takes place in the schools.
Traditionally, it has been thought that local school
boards represented citizens of a particular community.
The board supposedly developed the policy, and the
responsibility of the administrator and other educators
was to carry out the pol Icy. There are two major problems
with ihls viewpoint: (1) School boards are generally non·
paid persons with full·llme employment elsewhere and
rely very heavily on the professional educators for not only
Input into policy but also the development of the policy it·
self and (2) the boards are usually representative of the
power structure or pressure groups and do not adequately
represent the citizens of the community.
The first problem has led to a gradual wasting away of
the board's influence. It is often impossible for a single lay
board to collect all the information, analyze it and make
policy decisions concerning the operation of many of our
immense educational organizations. Board members of·
ten rely on the educators to do much of the information
collecting and analysis. Without intentionally meaning to
do so, the bias of the professional educator tends to
dominate. This does not mean that school boards should
become involved in operational decisions, but is included
merely to point out the problems which now exist in many
situations. Some communities have additional advisory
committees to advise the board. Their advisory committee
can greatly alleviate the information gathering and
Winter 1981
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analysis work of the board and free them for policy deter·
mination. Generally, such citizen committees are ap·
pointed for a special prqject and released when their work
is completed. Probably the greatest outcome is that such
a program involves more citizens in the schools. And
citizens, by becoming involved, have a much greater understanding of the problems.
The second problem ol inadequate representation of
the citizens may not be as easy to solve. But the in·
volvement of more citizens may tend to get them in·
terested and thus run for the school board . A publication
of the ERIC Clearinghouse for Aural Education and Small
Schools (ERIC/CRESS, 1974) " How Well Do They Repre·
sent You?" describes this unequal representation: "about
100,000 Americans serve on ·school boards,-they have
many occupations-dentists, lawyers, housewives, mer·
chants, farmers, professors, managers and laborers.
About four percent are manual workers; the professions
and business contribute about 65 percent. Men out·
number women by a ratio of nine to one. In some states a
person under 21 years of age cannot legally serve on a
school board." There are indications in this statement of
not only imbalance by occupation, but also of discrimlna·
ti on by sex and age, as well. In many places, ethnic
discrimination can also be found; but this imbalance
seems to be changing more rapidly than some of the other
aspects.
.
If the schools are to provide services and make
changes in order to keep the confidence of the citizens in
the community, new ways must be found to involve a more
representative group of citizens in the decisions and
operations of the individual school systems.
The educator has the responsibility of helping the lay
citizen to develop the ability to have more input into the
schools. At this time, many educators view this idea as a
threat, not as an aid. More and more groups of people.
among minorities, are demanding this parespecially
ticipation. Without proper training, however, it could
become a complete failure. The professional educator
should welcome the assistance and do everything within
his power to see that the lay people are successful in this
venture.

fnfluence of Social Forces
If the educational system is a reflection of the social
system, then the major force in educational change
should come from society itself. Such changes may take a
long time, due to the fact that the major society is
generally slow to change. Many such changes may take
generations to occur.
Probably one of the most dramatic societal changes
to take place which is affecting our educational system is
the realization that the United States is not a "melting
pot" but a pluralistic society. As a result, many changes
were forced upon the schools, most of which were dif.
ficult to cope with . It was felt by some that legislation and
additional resources would hetp bring about needed
changes in the schools. Generally, both have failed
miserably. Large amounts of money were spent on compensatory education for disadvantaged children. Even
their strongest supporters will now admit that they were
not completely successful. Evaluation after evaluation
has shown that in those cases where increased learning
did take place it soon disapperaed after a few years. The
supporters argue that if the special programs had con·
tinued, learning would have continued to increase. Its
critics contend that we cannot afford such massive
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change In our educational system for the education of the
d lsadvantaged.
The laws regarding forced integration continue to be
ignored. In all sections of the country, there continue to
be segregated schools and means to enforce the laws often bring violence. The conflicting demands of the
separa!ists on one hand and the integrationists on the
other have severely damaged ed ucation in many cases.
In a great many instances conflicts were resolved by
much more peaceful means. Millions of youths are now at·
tending integrated schools. Opportunities for disad·
vantaged youths to further their education are better than
ever before. Thousands are attending Institutions o f
higher education and advanced technical schools who
would have found It i mpossl ble a few years ago.
Diversity of cu lture can be either a threat or an asset.
The schools and the community together can use diversi ty as a destructive force or as a means of helping people
grow and develop. Many ethnic studies programs have
now developed beyond that stage to a more com(Seifer, 1973) and are
prehensive " EthnInicity
cation"Edu
an integral part of curriculum aiding people to better understand one another.
The women's liberatio
n movement has also brought
about changes in the schools. Those in the "sacred sane·
tuaries" of men' s athletics find now that resources must
be shared and that equal programs must be provided for
girls. Many occupational and professional training
programs are also changing to overcome the sex biases
that were previously there.
The schools, where change takes place at a slower
rate than in "real life" are criticized for being behind and
not relevant to the needs of society. This is a dilemma
which will continue to be with us as long as the goals of
society contin ue to change. It is remarkable how well our
educational system has fared in the face of such rapid
changes in direction.
The issue of staff development can never be
adequately addressed until educational leaders deal with
the issue of educational change. Administrators,
teachers, community people, students, school board
members and faculty in higher education all must grapple
with the di lemma:
Should
public schools effect change or
bring about change in society? Before implementing any
specific strategies dealing with staff development in the
public school systems, this dilemma must be resolved.
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Administrators are
responsible tor improvement
activities

The superin·
tendent's role
By Tony Stansberry
Few professional educators at management levels
today, deny that recent changes in public expectations
and Kansas statutes have restricted the authority of local
boards of education . Concurrent with these changes, the
responsibilities of boards of education to provide for the
educational needs of children have increased. This
dichotomy of purpose has presented a real dilemma for
boards of education. Boards of education are still ex·
pected to perform their traditional tasks of "supervising
the district." However, each year fewer tools are provided
to do the Job.
In the midst of declining authority, the superin·
tendent of schools as the chief administrator for the board
of education, must still carry out board policies. The
superintendent Is still responsible for guid ing the distric t
in successfully meeting the educational needs of all the
chi ldren.
A variety of more vocal pressure groups which in·
elude teacher unions, special patron interest and ac·
countability groups, affirmative action groups, student
organizations, news media, etc., often complicate the
process. These groups and even the board members often
disagree among themselves regarding district priorities.
How then, one might ask, is the superintendent to do
the job? Is it still possible for one person to lead a d istrict
In meeting educational goals, as well as trying to satisfy
school community expectations? Of course, the answer,
In the traditional sense, is no. However, acting as a
manager of personnel and assets, the superlntendent"s
success may be greatly enhanced. It Is entirely possible
for effective leadership to be exerted If the superintendent
Educational Con siderations, Vol. 8, No. 2, Winter 1981
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assumes the role of educational manager.
An educational manager is one who carries out supervision and effects change by motivating others. This is accomplished in a cooperative and well coordinated effort
designed to improve the situation under consideration.
The educational manager Identifies needs and develops
plans for the motivation and facilitation of people. The
educational manager then gu ides and supports the people
(i.e., staff, patrons, students) In their efforts to develop
and implement the means for school improvement.
Throughout the effort, the effective manager strives to
help establish a sense of "ownership" on the part of the
personnel involved.
Considering the above, it becomes evident that the
antidote for diminishi ng authority versus rising respon·
i
sib lity expectations is improving people management
skills. In addition, it should be recognized that nearly all
functions of the superintendency In some way impact on
one another. One functional area which permeates the
superintendent"s role as much as any other is curriculum
development. Patrons, staff and students alike usually
judge a school based on the quality of it's program of
studies. Examples of other school areas scrutinized by the
school community are budget, taxes, support services,
student activities, lacilities and personnel (to include
evaluation, class load, pupil·teacher ratios, salaries, instructional materials, etc.). Professional educators and lay
persons judge the superintendent's performance ac·
cording to their perceptions of that ind ividual's ability to
hool
sc
areas. Th is is
satisfy the need s of all functional
usually done in accordance with the s tandards set by each
individual or group. Thi s process Is ex tremely threatening
when the superintendent's authority is diminishing and
the public's demand for accountability is increasing.
Superintendents (educational managers) and boards
of education must unders tand the present day phenome·
non described above and they must come to grips with it.
All efforts to improve curriculum and instru ction must
have at least two goals: (1) to improve education for
children and (2) strengthen supervisory credibility within
the school and community. In conjunction with these el·
forts, each should oo carefully weighed in terms of both
direct and indirect impact on the overall school program.
Direct impact is self explanatory. Indirect impact might be
described as "spin off effects" on other functional areas
of the school.
With these things in mind, the functional area of
school curriculum and improvement therein warrants fur·
ther consideration. Curriculum improvement should be
analyze
d in terms of giving careful consideration to the
process of curriculum evaluation and improvement.
A process of curriculum development being in itiated
in some Kansas schools is referred to as a systems ap·
proach to curricu
development.
lum
The process, utilizes
participation from all segments of the school community.
It may encompass a complete evaluation of the school's
program of study from It's phi losophical goals statements
to methOds of teaching specific courses in the individual
classroom. If correctly Implemented, the process can
enhance the superintendent's authority in achieving job
responsibilities In related areas of curriculum develop·
ment. In fact, attai nment can Impact favorably on all
aspects of the superintendent's role.
The following is devoted to describing a systems ap·
proach to curriculum development. The procedure is offered as a valid option for educational managers to con·
sider. The procedure may be accepted In part or in total
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whichever is appropriate. There is an underlying emphasis
that the process s hould allow some constructive par·
ticipation from all interested school personnel and com·
munity groups.
The systems approach to curriculum development
can be d ivided into th ree phases. The areas are (1) Foun·
dation, Planning and Development, (2) Evaluatio n of the
Curriculum System and (3) Implementing Changes fo r Im·
provement. The information in Table I outlines sub·parts
of the three major phases. The information in Table II in·
dicates the activities and primary participants involved in
developing all three phases. From the initial steps to the
final one, a "grass roots"tal
to evaluation
is suggested .
The remainder of this article is directed to those dis tricts
who need to develop their program at the "grass roots"
level.

us
atesI ill tr
the Importance of train·
The data in Table
ing the staff through appropriate in·servlce programs. In·
service is necessary because the majority of today 's institutions of higher learning do not adequately prepare
teachers with the skills necessary to develop comprehensive curriculum improvements. Administrators also rel
quireaddltlona
training.
Once, the administrati ve and teaching staffs are
prepared to under take the project; an evaluatio
n
of the
School's Educational Goals (Philosophical Goals) ini tiates
the effort. Goals approved by the board of ed ucation set
broad parameters for the programs and functions of the
distric t. These "distric t goals" should be statements of
broad direction of in tent, timeless and stated in student
o utcomes, (e.g., All graduates should develop good
c haracter and self-respect.) Phi Delta Kappa, North Cen-

TABLE I
A SYSTEMS
LOP
NT APPROACH
TO
EVE
ME
CURRICULUM
D
ATION, PLANNING
PHASE I
FOUND
AND DEVELOPMENT
1. Establish a Teacher ln·Service Program for the Project.
a. Hire Consultants i f needed
b. Conduct In-Servic
e Workshops
c. Organize a Professional Assistance Committee
{Central Curriculum Advisory Council)
2. Develop
.phical
Schoo
Goa iloso
l Ph
ls
a. Choose a Method o f Approach
b. Organize a School Goals Commi ttee
c. Involve Total School Community
d . Establish School Goals
3. Develop
um Curricul
Guides.
a. Choose a Strategy for Development
b. Determine Subject Matter Goals
c. Determine Scope and Sequence
d. Develop
Ins nal tructio
Objectives
e. Consideration of: Methodology
s
OF
Facilitie
Materials
PHASE II
EVALUATI
ON

THE CURRICULUM SYSTEM

1. Carry Out an Appropriate Series of Program Evaluations.
a. Objectives Should be the Basis of the Evaluation
{1) Standardized Tes ts
(2) Conferences, Teacher, Student and Parental Feedback
(3) Follow-up Stud ies
(4) Staff Eva
luation
{5) North Central Associati on Evaluation
IMPLEMENTING
PHASE Ill
CHANGE FOR IMPROVEMENT
1. Prioritize Recommended Needs {Weakness Identified During Evaluation)
2. Devise an Implement
ati
on and Monitoring Plan
3. Implement the Plan on a Short, Medium and Long Range Basis. Monitor as Required.
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TABLE II
A SOLUTION

USD·458 BASIC
CURRICULUM DEVELOPMENT PROJECT
APPROACH

PHASE

Foundation
Building

ACTIVITY

PARTICIPANTS

1. Set up a Teacher Jn.service Program
2. Determine what the Educational Goals
of your school district are.
3. ')evelop curriculum guides to
. ~c omp l ish stated goals.
4. Organize a Professional Council to
assist in monitoring and making
improvement recommendations.

Total School
Community
Professional
Staff
Professional
Staff

II
Evaluation
of
Foundation

5. Once a viable curriculum improvement
program has been implemented,
evaluate Its success in terms of
the total school program.

Total School
Community

Ill
Plan and
Implement
needed
changes

6. Prioritize recommended needs

Professional
Staff
Board and
Admin istration
Administration

7. Develop an Implementation plan for
curriculum revision

8. Implement and monitor results of
implementation plan regularly and
implement revisions needed,
(follow-up)

tral Association and several other school evaluation
resources provide ideas for developing or redeveloping
school goals.
In devising schools goals, the curriculum leaders
e
should involv staff, patrons, students and boards of
education . The goals define "What the school is all
about." Everyone involved needs to provide input into
development of the goals. This involvement
leads
to
" ownership" on the part of the participants. Once the
goals are developed, it is time to re-evaluate or develop
curriculum guides.
Curriculum guides (of a minimum objectives variety)
which include subject matter goals and scope and
sequence should be developed. The subject goals outline
the goals for each subject, stated within parameters
established by the broader school goals. The scope ex·
plains what is to be taught and the sequence illustrates
when. Teaching methodologies, learning styles and
gatherings of all resource materials are other aspects of a
sound curriculum guide.
Once the curriculum guides have been developed,
evaluation is the logical next step. The total school
evaluation such as that provided by North Central
Association is a fine process. By now, the goals of the
district have been set and specific guides for instruction
are developed. An evaluation reflecting the strengths and
weaknesses of the curriculum in conjunction with the
total school program presents a fairly accurate picture of
the total program. An NCA evaluatio
n
not only notes
program strengths and weaknesses, but it allows for staff
Winter 1981
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"ownership" in recommending priorities on a short,
medium and long range basis for imp lementation.
Once the school goals, curriculum guides and other
areas of the school have been evaluated (in terms of
district goals established), the superintendent has a "han·
die on the total Inprogram."
addition, representatives of
the whole school community have participated in the
developmental study. The superintendent will be placed in
the enviable position of leading from a vantage point of
strength. The superintendent has a back log of informa·
lion and support on which to make recommendations to
the board of education. For instance, no longer will the su ·
perintendent's judgment be singled out for criticism be·
cause budgeting expenditures did not satisfy one pres·
sure group or another. Teachers may be evaluated upon
goals established in the curriculum guides by the profes·
sional staff. School and community relations are en·
hanced because the public had opportuniti.es to partici·
pate in making recommendations for improvement. A host
of positive eventualities arise from the approach just de·
scribed.
In conclusion, almost all the functional areas of the
administrative process can be affected by the systematic
developmental process for curriculum improvement. The
board of education through its superintendent is more
capable of achieving its educational responsibilities after
such a study. The superintendent can effectively carry out
board policies because (1) the superintendent is more in·
formed of district wide needs, (2) the community is more
understanding and cooperative because of Its con·
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structive participation, (3) the staff is more satisfied
because It has constructively participated in the decision
making progress. In sum, a healthy, concerted spirit of
cooperation from throughout the school community is ex·
tended to the board of education.
Overall school community approval of the board's
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policies lends itself to enhanced confidence. Public and
staff confidence by association lends itself well to a
broadening of authority. This authority, well supple·
mented by public confidence, assists the superintendent
and the board of education in fulfilling supervisory responsibilities.
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school
• Last year we Increased our energy related
expenditures by t welve percen t. Energy related
costs rose twenty-eight percent.
•Last year our studen t enrollment dropped four hundred students. Even though many of us are within
ten to fifteen years of retiring, last year we had but
two retiring teachers and, as you know, we had to
dismiss five non-tenured teachers to compensate
for the declining enrollment.
•As money ge ts tighter, our school board con tinues
to receive Increasing pressure lrom the community
for instructional accountability-whatever that is.
The board has no choice but to demand this same
accountability of you, the teacher. We must
demonstrate teacher effectiveness.
How then do we meet some of these challenges
facing us. Financially, we cinch o ur belts a notc h
tighter. Ins tructio
nally,
we implement a distric t-wide
program of teacher staff development so that we can
effectively demonstrate to the board and to our community that we do indeed have an exceptional
school district."
Two days prior to the speech to the teachers of
Typic
al R-1 School
District, Superintendent Pessimis tic
addressed the princip
als
of the d is tric t. The superintendent made similar comments to the principals and emphasized the importance of principal staff development as
a means of surviving the eighties.
Staff development is viewed by some as the answer
to surviving the pressing issues of education and
exhibiting a renewed vigor for teachi ng that so many seem
to have lost. On lhe surface, s taff development does appear pro mising. Bui, the skilled superintendent real izes
that Isolated or en masse professional growth o f teachers
is futile without a preceeding and corresponding growth
By Jerry W. Valentin
e
of the building level principals. Educators continually give
rhetoric to the importance of the principal in setting the
tone, the climate, the environment of the school; yet, relaThe phoenix, a legendary bird of ancient Egyptian
tively minimal effort is made to promote the pro fessional
folklore, lived five cen turies before consuming itself by
growth of that person who is the key to establishing that
fire and rising from Its ashes with renewed vigor. Many
learning environment. The purpose of this article Is to
critics contend education is consuming itself through the
discuss principal professional development as viewed In
improper utilization of resources, in particular, human
the context of organization development.
resources. In response to this ooncern over attrition of
Overview of Organization Development
quality education, staff development is viewed as a
in.service education, as it has trad itionally been im·
significant factor by which education can arise from its
own ashes and exhibit a renewed vigor.
plemented , Is cosmetic. The adroit superintendent realizes this superflclallly and seeks a more Gestalten analyTo speak o f education as being in ashes Is perhaps a
bit unjust. But educators do face many issues In 1980
sis through the literature of organizational change.
which, when considered collectively, seem insurmount·
Organization development, a term borrowed from
able. As an example, let's eavesdrop for a moment on the
business and industry and now being
applied In educa·
opening school address given by Superintendent l.M.
lion, best describes the concept of growth, development
Pessimistic to the teachers and administrators of Typical
and change so frequently sought by superintendents.
Owens and Sleinhoff utili ze excerp ts from French
R·I School Dis trict.
and Bell to present a comprehensive definition o f Organl·
" My lell
ow ed ucators. I stand before you today with
zation Development (OD).
a few minor concerns on my mind. When each of us
entered this profession, many years ago, we realized
" Organizational development
is a long range effort
that we would not reap great financial benefits. We
to Improve an organization's problem-solving and
further realized that we were entering a public
through a more effecy
renewal process, particularl
profession, whose purpose was to serve our patrons.
tive and collaborative management of organization
culture . . . with special emphasis on the cu ltur
Yet today, and in the future, we face many chale of
the work teams ... wi th the assistance of a change
lenges that clea
rly emphasize these two issues. Let
me list a few:
agent, or catalyst, and the use o f the theory and
technology of applied behavioral science, including
• Last year we negotiated an impressive nine per·
action research.'
cent increase in the base salary. Inflation rose
Schmuck and Miles define OD as a " planned and sus·
eighteen percent.

Personal administrator
developmen
t affects entire
school districts

Effecting
principal
growth

Educationa l Conside rations, Vol. 8 , No . 2, Winter 1981

Published by New Prairie Press, 2017

35
37

Educational Considerations, Vol. 8, No. 2 [1981], Art. 22
tained eflort to apply behavioral science for system Im·
provement, using reflexive, self-analytic methods."'
These definllions are most easily understood by per.
sons with backgrounds in the behaviorlal sclen~s and
the literature of planned change. Realizing the complexity
of the definition, Owens and Steinhoff presented 10 concepls designed to provide a frame of reference by which
the administrator can better understand the process of administering change through organization development.
1. Th& goal of OD is primarily improving the func·
tioning of the organization itself.
2. An organization can develop a system of self·
renewal whi ch promotes adaption to change and
Improved goal achievement.
3. OD Is based upon a systems approach em·
phaslzlng the wholeness of the organization and
the Interrelatedness of its component subsys·
tems: human, structured, technological and task.
4 . The main concern of OD is the human social
system of the organization rather than the task,
technology or structure dimensions.
5. OD seeks to stimulate organization sell-renewal
by changing behavior of people In the organJza.
lion In significant ways through education.
6. The concept of learning-by-doing applied to orga.
nlzational life is the basis for learning in OD.
7. OD Is applied to an organization in order to deal
with exlsling, pressing problems.
8. OD Is a planned, systematic effort toward change.
9. OD Is characterized by the participation o f a
change agent who has a specific role,
especially
in the early stages of the change elfort.
10. OD Incorporates the support and involvement of
top-level administration, working in partnership
with all levels of personnel in the organization.'
With an understanding o f the characteristics of orga·
nization development, Hentschel' suggested four facilitating factors in the change process. Adaptation of these factors relative to district wide planned change would reveal
the following suggestions for superintendents.
• Create a favorable attitude toward change within
the system.
•Direct efforts toward the felt needs of the person·
nel.
e
•Provid for continuing Input into th e decision·mak·
Ing process and on·going support for the process
and change.
• Develop a system for rewarding the successful
adoption of change.
The Importance of personnel attitude and Involve·
ment are apparent from these thoughts. However, other
writers in the field of organization development do not
focus so narrowly upon the personnel function of the
organization. For example, organizational change is said
to take place only when there is an alteration of more than
one of the following aspects of the organization: (1) tasks,
(2) structure, (3) technology, or (4) people.• Implied within
this concept Is an interdependence of these dimensions
of the organization. For effective growth of the organiza.
tion, a change of a singular dimension is inadequate.
General strategies for effecting change among tile
dimensions of the organization have been grouped Into
three major categories. The first grouping, empirical·
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rational strategies, accepts the fundamental assumption
that man is rational and will follow rational sell-interest. A
change is proposed by a person or a group and the change
will be adopted if it can be rationally justified.
The second group of strategies for change is labeled
normative-re-e<lucative. Change, according to this view,
will occur only as persons Involved in the organization
change their norms of acceptance o r expectation and
adopt new norms. In other words, they are no longer
satisfied with current standards and thus seek. new and
improved sstandards.
The third grou p of strategies for change is based
upon the application o f power In some form. The process
is simply the compliance of those with less power to the
expectations of those with more power.•
These overview thoug hts of organization develop·
ment were presented as a conceptual base for the pur·
poses of underscoring the significance of applying the
behavioral sciences in the development of In-service programming and emphasizing a systematic, organization·
wide model for implementing change. The following sec·
lion focuses upon the integration of the concepts of orga·
nization development into a model for staff development
of princ
iples.
A Model for Principal In-service
A review of the literature of change revealed that re·
cent experience in bringing about change in organizations
has tended to indicate that the process, or change strat·
egy, Is more important than the ldenlification of product
or change desired.' A basic posllion regard ing staff
ional
development should be that efforts to change educat
practice should emphasize how change might occur,
rather than the more traditional approach of emphasizing
what should be changed. Therefore, initial focus of the
Model for Principal In-service should be upon the strategy
or process. As previously mentioned, three general
groupings of organization development strategies have
been identified. Of these three, the normative re.educative
strategy holds the greatest promise for education.
The normative re.educative strategy deals directly
with individual and group attitudinal change. Owens and
Steinhoff view this strategy as promising because of ev·
idence that an organization can be changed as a second·
ary outcome by the normative re-educative changes to
the basic unit in the system-the ind ividual person.
Growth of the individuals comprising the organization
enhances the ability of the organization to adapt to the
ever-changing demands from society. To implement a nor·
mative re·educat
ive
s trategy, careful attention must be
given to the organizational setting . A setting which
promotes collaboration rather than competi tion between
people in the organization, which brings conflict into the
open so it can be discussed, and which encourages
people to find satisfaction in their work suggests an
organizational environment somewhat different from the
conventional hlerarchial bureaucracy. This strategy sug·
gests a new pattern of administration that will help to
keep people growing rather than keeping them in their
place.•
The traditional approach of in-service education is
not adequate to promote the normative re-educative
model being proposed . Conventional in-service programs
have merely reinforced the hierarchlal patterns of organi·
zations and done little to promote a significant feeling of
worth among the members of the organization.
The thrust of the proposed model is to develop new
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standards of behavior in the organization's social system.
Owens and Steinhoff indicate:
These standards will emphasize openness In dealing
with conflict, cooperation instead ol competition.
and an environment that encourages creativity and
adaptation to change in contrast to the trad lllonal
bureaucratic concept of maintaining existing proce·
dures and awaiting orders from the hierarchy. Such a
process can change an organization's basic charac·
ter from seeking to maintain a status quo to seeking
to meet changing conditions in a dynamic fashion.'
Based upon the normative re-educative strategies of
organlzat Ion development, the propo$ed model for prln·
clpal development would include the following:
1. Participation by all principals in the tralnlni:i experi·
enc es.
2. lnlllal training experiences covering the areas of
communication skills, goals identification, conflict
resolution, problem solving and decision making.
3. Identification of personal and group ·goals for the
training experiences.
4. Identification of specific changes relaUve to the
goals.
5. Identification and implementation of activities
relative to the desired changes and goals.
6. Members observe the changes in behavior and in
the system in order that the changes can be dis·
cussed.
7. Comm itments of on-going utilization of changes
and feed back are made as appropriate, I.e. ad OP·
Hon of changes throughou t the organization.
Theory Into Practice
Over the yeai:s. education has devoted little effort to
in-service specifically designed for administrators. Ad·
vanced graduate work and resultant administrative cer·
tification have generally been viewed as the culmination
of preparation for administration. Considering the con·
tinual changes In education, and administration specif·
y,
lcall this phenomena promotes a hastened path toward
professional obsolescence which is indeed unfortunate
for the administrator, the teacher, the community and, In
particular, the student. The cruciality of translating a
model for principal development from theory into practice
ls evident.
The Im portance of Involving all principals In the
training experiences Is integral to the concept of OD as a
system-wide effort for change. The group will be Involved
In growth experiences which should lead to a better un·
derstandlng and application of communication skills, con·
fllct management, problem solving and decision making.
In reality, some participants will embark upon group ex·
perlence with cynicism and distrust, others will be am·
bivalent and others will be open and receptive to the
potential of growth. Therefore, the supertntendent must
establish a positive frame of reference within which the
process of p rincipal development can occur.
In addition to the establishment of a positive climate
for principal development, the superintendent can en·
hance the chances for a successful organizational devel·
opment program in several specific ways. From the group
process activities in the earty stages of the model, spe.
ciflc goals, changes or areas of concern wl II begin to
evolve. Methods of addressing these concerns must also
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be identified. The superintendent has an obligation to sup·
port and assist in the efforts to deal with the concerns.
The superintendent can also provide feedback to the prin·
cipals as they implement changes.
The superintendent can further enhance the process
by encouraging supportlveness by the board of education.
Adoption by the board of a professional development
policy can lend both psychological and financial support
to professional development. Such policies would
( t) correlate in-service growth requirements to salary in·
cremen ts, (2) stress a district-wide, systematic processes
for in-service, (3) establish budgetary support of the con·
cept of principal development, and (4) state criteria for ac·
ceptable completion of principal development objectives.
Two other decisions relative to principal development
must be made by the superintendent and/or the board of
education. When will the In-service activities occur? Will
there be additional compensation for participation in the
activities? For teacher in-service, these two issues have
typically been clear cut, often associated with negotiated
agreements. For administrators the superintendent and
the board may be mo<e reluctant to provide released time
and additional compensation. Principals are considered
part of the management team, are usually on extended
contracts, and generally earn more money than teachers.
Extra time and compensation are volatile Issues to be
dealt with carefully.
Evaluation of the planned organizational change
process and results is also a task for superintendent's in·
volvement . The superintendent's assessment should be
based upon princip le, as well as total organization growth.
Dimensions such as teacher and s tudent growth and
building and district organization climate shou ld be con·
sidered .

Conclusion
Let us assume lor a moment that numerous tradi·
lional in-servlCe programs were implemented for the prin·
cipals of a given d istrict. Individual principals demon·
strated obvious personal growth within the confines of a
staid district organization. Those principals soon became
impatient with the current organization and sought new
organizations which provided challenge and stimulation .
This scenario may not be as unrealistic as might be
assumed. Do we not continually witness the quest of new
challenge by administrators who feel they have "out·
grown" their current setting. Would a district which em·
phasizes personal development within the context of Or·
ganization development face the same problem? Would
not a planned, systematic district-wide approach to
change be more likely to promote personal as well as orga·
nizational growth?
The phOenix rose from the ashes with the renewed
vigor of youth. To expect the same phenomenal ascention
among principals would be unrealistic. Yet reality, how·
ever accurate, Is in the eye of the beholder. Motivation and
self-esteem of the faculty and students are interrelated.
Enhancement of job skills leads to enhancement of self·
perceived ability, which enhances self-esteem, which en·
hances learning environment. If the principal is to be the
educational leader of our schools, and the person most re·
sponsible for establishing the learning environment, then
logic dictates that efforts be made in the area of principal
professional development.
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There appears to be a
natural interlacing between
curriculum and organization
development activities

Exploring the
techniques
By Eddy J. Van Meter
Some meaningful and not altogether artificial distinctions can be drawn between curricu lum development and
organization development activities in school settings.
Essentially, and without belaboring definitions at this
point, curriculum development activities tend to focus

around specific curricular or instructional changes, modi·
fications or improvements being considered for lmple·
mentation. The major agenda in curriculum development
efforts is thus to either improve the existing curricular or
instructional program, typically through some form of
modification, or to identify and then introduce totally new
curricular or instructional content or processes that will
better meet student needs. Organization development activities, on the other hand, are usually directed to improving organizational processes such as decision-making,
problem-solving, goal setting, conflict resolution, and
communications within organized work settings.'
There appears to be a natural interfacil)g possible between curriculum and organization development activities
which to this point In time has not really been articulated
adequately nor examined. This interfacing involves the
systematic use of organization development approaches
to facilitate the process issues which arise at specific
junctures in a typical curriculum development sequence.
This suggested interfacing is perhaps made more clear
and explicit as it is presented in Figure 1 below.
Obviously it is not enough to say that organ ization
development approaches should be used to facilitate particular human interactive process issues which arise
during curriculum development efforts. It is necessary to
train and prepare appropriate school personnel to use
organization development techniques. Thus staff development specifically focused on teaching school personnel
to employ organization development strategies Is an indispensable part of the interface.
Following the line of thought of Rogers,' Guba,' and
others writing more recently about the normal sequence
that takes place in the adoption of Innovations,• it is
reasonable to view most curriculum development efforts
as involving a similar sequence of events. This five-stage
sequence, which begins with awareness and moves
toward final adoption,' reproduces the pattern of events
that are typical of many curriculum development efforts.

Figure 1
Organization Development and Curriculum
Development Interface
Appropriate
OD Activities
1. Diagnostic activities; sur·
vey-feedback activities;
process consultation
2. Survey-feedback activities; process consultation
3. Planning and goal-set·
ting; survey-feedback ac·
tivities; Intergroup activ·
itles
4. Tearn-building activities;
process consultation; ed·
ucation and training
5. Coaching and counsel·
ing; process consultation; education and training; structural activities;
life and career planning
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Curriculum
Development
Sequence
1. AWARENESS: recognition of curricular need
2. INTEREST: specific
needs identified and alternative solutions ex·
amined
3. EVALUATION: determi·
nation of designated SO·
lution suitability and de·
sign of a plan for imple·
mentatlon
4. TRIAL: solution pl lated
on a small scale
5. ADOPTION: solution im·
plemented on a more
comprehensive basis

39
41

Educational Considerations, Vol. 8, No. 2 [1981], Art. 22
First is an awareness of some possible curricular need .
This, in turn, is followed by a period of more involved in·
terest at which time the need is specified in greater detai l
and some possible alternative ways of meeting the need
are examined. A decision and evaluation phase follows
wherein a determ ination is made of what specific
modification or change is to be tried, how suitable the
change might really be, and how the change might actually be Implemented. The new curricular or instructional
change Is then tried on a limited basis, with adjustments
made as needed, and when those involved are satisfied
the change is meeting the needs set forlh at the outset
reasonably well adoption on a more complete and comprehensive basis takes place. The interfacing of organization development activities within this sequence Involves
the use, at each of the five stages noted, of appropriate
OD activities that have the potential to assist in clarifying
and working through process issues which may arise at
each stage.
In looking at organization development activities that
might be appropriate to each stage of the curriculum
development sequence, French and Bell's identification
of twelve separate "families" of OD approaches provides a
useful classification system from which to work. They
make distinctions among:
Diagnostic Activities: fact-finding activi ties de·
signed to ascertain the state of the system, the sta·
tus of a problem, the 'way things are.'
Team-Building Activities: activities designed to
enhance the effective operation of system teams.
They may relate to task Issues, such as the way
things are done, the needed skifls to accomplish
tasks, the resource allocations necessary for task
accompl ishment; or they may relate to the nature
and qual ity of the relationships between the team
members or between members and the leader.
Intergroup Activities: activities designed to improve
effectiveness of interdependent groups. They focus
on j oint activiiies and the output of the groups considered as a sir:gle system rather than as two sub·
systems.
Survey-Feedback Activities: related to and similar to
the diagnostic activities already mentioned. However, they are important enough in their own right to
be considered separately, and are more than diagnostic in the sense that feedback is provided in
some manner.
Education and Training Activities: activities designed to improve skil ls, abilities, and knowledge of
Individuals.
Technostructural or Struc tural Activities: activities
designed to improve the effectiveness of the tech ·
nlcal or structural conditions impacting on individ ·
uals or groups. The activities may take the form of
experimenting with new organization structures, or
devising new ways to bring technical resources to
bear on problems.
Process Consultation Activities: activities on the
part of the consultant which help the client to perceive, understand and act upon process events
which occur in the client organizational setting.
Grid Organization Development
es:
v
Acti iti
activities
developed and franchised by Robert Blake and Jane
Mouton, which constitute a six-phase change model
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Involving the total organization . The model starts
with upgrading individual managers' skills and leadership abilities, moves to team-improvement activ·
ities and then on to other planning and assessment
activities.

Third-Party Peacemaking Activities: activities conducted by a skilled consultant (the third party) which
are designed to help two members of an organization better manage interpersonal conflicts.
Coaching and Counseling Activities: activities that
entail the consultant or other organization members
working with individuals to help them defi ne learn·
ing goals, learn how others see their behavior, learn
new modes of behavior to . see if these he! p to
achieve their goals better.
Life and Career Planning Activities: activities that
enable individuals to focus on their life and career
objectives and how they might go about achieving
them.
Planning and Goal Setting Activities: activities that
include planning and goal setti ng experiences,
utilizing problem solving models, Ideal versus real
organization discrepancy models, and the like.•
One or two examples of the suggested curriculum
and organization development interface can help to explicate the idea in more detail. Suppose, for example, we
look at the "interest" phase of the curriculum development sequence. During this phase members of the school
staff (perhaps a department staff or a cu rricu !um com·
mittee) are attempting to define the specific curriculum
need and are looking at alternative ways potentially to
meet this need. The kind of process issues that emerge at
this point include a concern for obtaining information and
feedback from other teachers about the definition of need
as it is being finalized by the group. Also there are occasions during this phase when members of the working
group, whether departmental or committee, have dis·
agreemen ts about the curricular need in question, about
procedures being used to identify alternative responses to
the need, and about the intended meanings of individuals
during the course of the ongoing discussion. The organi·
zation development approaches and activities Identified
under the headings of survey-feedback and process con·
sultation are designed to be used in just such situations!
To cite an additional example, suppose we take the case
of the "adoption phase of the curriculum development se.
quence. Here the situation is one in which after some pre-nary
limi
testing of the curricular modification or change,
and trial of the change on a limited basis, the change is to
be implemented on a more comprehensive basis. The kind
of process issues that emerge here include the necessity
of providing some form of new training for teachers who
will be involved with the change, educating other teachers
in the school about the potential implications of the
change, and working with teachers involved in the change
on new behavior on their part that might be called for because of the change. Those organization development activities identified under the heading of both education and
training, and coaching and counseling speak to these
issues.
The role of staff developmen t in the curriculum and
organization development interface is rather straight·
forward. It Is necessary. prior to the initiation of any particular curricu lum development or improvement sequence
to prepare someone, or several people. to do specific
organization development activities as they are needed to
Educat ional Considera1ions
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facilitate the c urriculum development effort. That is, it is
necessary to train a person or a cadre of people to do OD
work. These lndfVlduals must be provided with the skills
necessary to intervene at appropriate points and do a
diagnostic activity, a team-building activity, or any other
needed OD activity that will help move the curriculum
development work group toward the accomplishment of
their tasks and ultimate goal.
Logistically, the staff development needed to supplement the organization and curriculum development interface can be done in a number of ways. Perhaps an ideal
format Is to introduce a comprehensive OD-related staff
development program at the beginning of a school year for
a select number of school district staff includ ing those
u lum
most likely to be involved with subsequent c urric
development efforts. Under this format by the end of the
S
year a group of staff members would have acquired OD
skills as a result of participating in a planned staff
development program specifically directed to that end.
Obviously, however, the ideal is not always the practical in
the real world of day-to-day school operations! Another
approach to the staff development needed, therefore, Is to
combine the OD-related staff development program with
the curriculum development effort. Here the intent wou ld
be to prepare selected st aff members to acqui re those OD
skills that are most likely to be needed at each phase of
the curriculu m development sequence in advance of
reaching that phase, but In a time frame that coincides
with the curriculum development effort. Thus, staff devel·
opment relating to those OD activities which would most
likely be needed during the awareness phase o f the curriculum development sequence would be provided first.
Skills needed to do OD activities relating to the interest
phase would follow, as would in order skills needed for the
evaluation, trial and adoption phases. The important
feature of this alternative, of course, is to have the staff
development planned in such a way that anticipated OD
skills are addressed prior to the time they are most likely
to be needed. Under such a format the staff development
program and the curriculum development effort could be
initiated during the same semester or school year.
um
and
An important final feature of the curricul
organization development interface that should perhaps
vid
be mentioned is the need to familiarize those indiuals
involved with the effort about the use of the interlace con ·
cept, and to do so at the outset of the effort. Thus, by
creating an increased awareness on the part of the
teachers involved concern ing the methodologies and expected o utcomes o l organization development, it is
possible to structure the curriculum development effort in
such a way that the use of OD process activities are a
natural, expected and built-In part of the overall develop·
mental effort.
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NOTES
1. The literature on organization development both v1ithin and out·
side the context of educational settings is already voluminous.

A reasonable overview of 00 may be obtained, however, trom
several recent publications including the Schmuck, Runkel,

Arends and Arends text The Second Handbook of Organization
Development In Schools
ield (Mayf
Publ ishin~ . 1977), Edgar F.
Huse's Organization Development and Change (West Publish·
ing Company, 1975), and from Organizational Development;

Values, Process and Technology by Margulies and Raia
(McG
, r ia111-H ll 1972). More current publications of interest relat·
ing to OD include W. Warner Burke's 1976 article ''Organization
Development In Transition" in The Journal of Applied Be·

havioral Science (Vol. 12, No. 1), Steinhoff and Owens article in
the October, 1976 Issue ol the Journal of Educational Admlnls·
tration entitled " Problems Related to Techniques for Assessing

Organization nt
Developme
and Determining Intervention
" Milste
tyle,
in and Smith's article
Shifting
"The
Nature of 00
Contracts: A Case Study," in Vol. 15 of the Journal of Applied
Behavioral Selene& (1979), and Burke's edited volume Current
Issues and Slrategles In Organization Dovolopment (Human
Sciences Press, 1977).

2. Everett M. Rogers and Floyd Shoemaker. Communication of In·
novalions: A Cross-Cultural Approach, N.Y., New York: The Free

Press, 1971.
3. Egon G. Guba. ''Di ffusion of Innovations," Educational Leader·

ship, Vol. 25, Nr. 4, 1968.
4. As with organization development, the literature on dllluslon
and adoption of innovations i s vast and gro\ving. See, for exam·

pie, John M. Coulson•s "Theoretical Antecedents of the
Knowledge Dissemination and Utilization
e
Tradition" (Vi w·
p·oints i n Teaching and Learning, Vol. 54, 1978), Berman and
McLaughlin'stion
"Implementa
of Educational Innovation" {The

"
Educational Forum, Vol. XL, 1976), Duke's "Toward Responsible
lnnovalion (Tho Educational Forum, Vol. XLll, 1978), Lawton
and Lawton's "An Autocatalytic Model for t he Diffusion of

Educational I nnovatlons" (Educational Administration Quar·

terly, Vol. 15, 1979), Aslin and DeArman's "Adoption and Abandonment of Innovative Practices i n H igh Schools" (Educational

Leadership, Vol. 33, 1976). Warner's ''The Need for Some Innovative Concepts of Innovation: An Examination of Research

on the Dlfluslon of Innovations"
lley
(Po l.

Scienc&s, Vo 5, 1974),

and Ho\ves and Quinn's "Implementing Change: From Re·
search to a Presct iptive Framework" (Group & Organization Stu·

dies, Vol. 3, 1978).
5. The ongoing debate c oncerning the adequacy of this older five.

stage model no1withstandlng, It Is adequate for the purposes of
suggesting t he interface d iscussed i n this paper.

6. Wendell L. French and Cecil H. Bell, Jr. Organization Develop·
ment: Behavioral Science Interventions for Organization Im·
provement, 2nd ed., Englewood Cli ffs, New Jersey: Prentice·

Hall, 1978.
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Efforts need to be
intensified for the new
teacher

Staff
development:
A
practitioner's
reaction
By James M. Langford
While working as a junior high school classroom
teacher for 16 years, the author has had a few positive experiences with staff development programs initiated by
school districts in which he was employed. A few unex·
aggerated, personal examples of these experiences, illus·
trating how the administration of these districts have
viewed the observation, evaluation, and in·servlce educa·
tion aspects of the staff development process, follow:
three years with no in-service education aC·
tivities, no observations of teaching, and only one
conference which was called to warn the author
against being in a classroom alone with a female
student and against smoking in public;
three more years during which there were no
planned in·service activities and where two ob·
servations took place which resulted in conferences
called only for the purpose of having the author sign
the evaluation form without comment from either
teacher or administrator;
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an observation which never took place because
the students were involved in a laboratory activity
when the principal entered the room so the principal
left with the words, "I'll be back when you're
teaching";

an observation which resulted in an evaluation
form left in the teacher's mailbox over summer
vacation with the author's "signature" affixed to it
by a school secretary;
an evaluation conference during which the only
" suggestion" by the administrator was that the
teacher had been three minutes late to class one day
during the year and should improve his punctuality;
and
one (in 16 years) buildirig·wide, released time.
on-site in·service education attempt conducted by
university faculty which was so totally out ol touch
with teachers' needs and so poorly planned that It
resulted in a revolt by most of the school staff who
refused to attend sessions beyond the initial
meeting.
A working definJtion of " staff development" needs to
be made to provide some common ground of understand·
Ing between the writer and the reader. Staff development
is not
(1) classroom observation culminated by completed
evaluation forms,
(2) perfunctory admlnistrator· teacher conferences
where no specific suggestions for improvement
are offered by either party,
(3) in·service education activities handed down by a
benevolent administration to it's ungrateful teach·
ers, although in ·service education can be a part of
staff development. or
(4) enrollment by a teacher in college classes to In·
crease salary or renew certification.
Staff development is
(1) a cooperative effort by teachers, curriculum super·
visors, and administrators to develop a planned ap·
preach to the continual improvement of instruc·
tlon through effective in·service education pro·
grams,
(2) observation of teaching followed by supervisory
conferences, the most important function of
which Is " promotion of the teacher's growth in el·
fective instruction" and in which the secondary
function is evaluation. •
(3) the availability and use of past and current re·
search on the instructional process and materials
related to curriculum development and implemen·
talion, and
(4) the availability and use of the hardware and skills
necessary for the process of teacher self·assess·
ment.'
Jn.service Education
A school district typically schedules a certain number
of days tor paid in·service training (rarely more than two or
three). The variety of programs offered teachers is rich but
the quality Is usually the same-poor. The consensus of
most articles by curriculum specialists is that in.service
training is in trouble. Houston and Freiberg liken in·
service programs to "perpetual motion machines - they
attempt to get something for nothing.' Ryer stated that
"in·service education has been In Ill health tor a long
time'" and Dillon has assessed teacher attitude when she
Educational Considerations, Vol. 8, No. 2, Winter 1981

44

Bailey: Educational Considerations, vol. 8(2) Full Issue
observed that " ln·servlce education in the past has been
perceived as only slightly more palatable (and necessary)
than death and taxes. "•
Given Jhat problems exist with in-service education,
what are some of the reasons?
(1) Research studies have shown that successful In·
service education has been planned with the active Input
of the teachers II ls designed to serve."•
It Is much more efficient for administrators to plan
and organize in·service programs but to do so usually
dooms the enterprise to failure. There is a risk to the ad·
mlnlstrator In giving teachers too much freedom Jn
choosing and planning their own in·service but to fall to
give teachers that opportunity, administrators assume the
even greater risk of staff revolt. The disastrous in·servlce
effort described Jn the introduction to this article was
planned by a small committee of teachers picked by the
administration . That committee was quite unrepresentative of the majority of the faculty. In that instance, the
administration was afraid to risk free teacher input and
suffered a faculty schism which never healed. Research
on learning shows that our students learn best if they actively participate in the planning of instruction. Teachers,
as students, are not different from their younger pupils. It
seems strange that school people can apply the lessons
of educational psychology In their classrooms but forget
those lessons when it comes to ln·service education. Ryor
translated these lessons to in·service education when he
commented that "teachers learn best and accomplish
more when they are involved In deciding what and how
they learn." •
(2) ln·servlce education must be specific to the needs
of the teachers to be served and be problem oriented.
Programs which are designed only to provide services, fob maintenance, or personal development, but are
not oriented to solving problems "are not pertinent to the
problems faced by teachers and principals ." ' The ex·
perlence and observation of the author has been that the
topics chosen for in·service education programs have
frequently had little, if any, connection with the self·
perceived needs of teachers. While personal development
wor1<shops have a place, one was reJected by teachers In a
sc,hool which was ridden with problems created by recent
court-ordered desegregation and an influx of non·English
speaking refugees. At the same time, science teachers In
that school were trying to implement a new self-paced, In·
dlvlduallzed curriculum and were at the management
"Level ol Use of the Innovation."' Their prime concern
was how to manage equipment and supplies, not In how to
be a better person. No effort was made to address these
Immediate concerns of those teachers. Since the primary
stress of in-service education should be that which leads
most effectively to pupil learning, any objective beyond
that of Increasing learning is beyond the scope of school
sponsored ln·servlce education.
(3) Jn-service education must be part of an on-going,
Interrelated process.
The one·shot workshop has been shown to be Jnef·
fective In implementing change in teachers.• Teachers
who spend one or two days on a topic will welcome the
relief from their reg ular classroom duties but will return Jo
their class, pick up where they Jett off, and continue
teaching In the manner they did prior to the in-service el·
fort. Jn.service activities need to be planned over a period
of time to enable teachers to utilize the ideas presented
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and return to the training with feedback from actual use in
a real situation. A model for this type of training is found in
the American Association for the Advancement of Science (AAAS) short courses offered throughout the country
for college teachers. Participating teachers attend a week
or more of training, return to their regular classes to wor1<
on a project which is an outgrowth of the training, then
return to the training program a few months later to complete the training with the practical knowledge gained in
their own situation and to share their experiences with
fellow participants. The AAAS courses require a period of
time between the first and second sessions due to the
distance participanls must travel, bul a similar program in
a school or district could schedule on-going feedback
through regular sessions prior to the conclusion of the
program. This type of in ·service training could follow the
model presented by Joyce and Showers which combines
"theory, modeling, practice, feedback, and coaching to
application" of the training to each situation."
(4) Jn.service education should take place at a time
and location that are convenient for teachers and are con·
duclve to learning.
The Florida Department o f Education study reported
no d ifferences in gain In teacher knowledge between
school-based and college·based in·service programs;
however, school·based programs reportedly fared better
in improving attitudes of teachers.• Dillon also claims that
a program which occurs "closest to the classroom is seen
as most helpful and is accepted best.' " In spite of what
the public thinks, a teacher's day Is long and hard. The
teacher will harbor an a priori resentment toward any
program which requires travel to some distant and un·
familiar location for training . Teachers are comfortable in
their own building, feel secure there, and are more apt to
be receptive to a program held on hOme ground. On the
other hand, teachers tend to develop a sense of territorial
rights to their school and providers of in·service programs
need to be wary of the appearance of usurping these
rights.
The after·school in·service experience is doomed to
failure. Teachers are tired, have a pile of papers to grade,
and want to get home to fix the basement celling or j ust
relax. Time for in·service education must be provided
which does not infringe on the teachers' personal lives
and that enables teachers to come to the sessions without
pressures from regular duties being foremost in mind.
This seems to necessitale time scheduled within the
regular school year, on weekdays, for which teachers are
paid. Du ring a very recent summer school class for
teachers, the problem was posed as to how to get
teachers to attend in-service training workshops to im·
plement a new statewide program. The unan imous
response from the class was: "Pay them ." Pay alone will
not make a program successful If other factors are not
conducive to acceptance of Ideas by teachers, but it
should, at least, get the teachers to the watering
trough-whether or not they drink the water depends on
how palatable it is.
(5) Jn-service education must be provided by in·
dMduals who a.re knowledgeable of the real needs and
problems of teachers.
Neither building and central office administrators nor
college education faculty normally meet th is criterion.
School administrators are not tral ned to provide this type
of assistance. Their training and concerns are in the areas
of finance, organization, and relationships with school
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An elementary teacher recently told the autl'lor that she
clientele. Their idea of what goes on behind the closed
wished she could have more instruction in physics condoor of the classroom is limited to far too few visitations
tent but that the lasl In-service activity she attended in
and reports from a variety of biased sources. Their
that area was conducted by a Ph.D. theoretical physicist
knowledge of subject content is limited to their own
and she did not understand a word he said . She expressed
discipline and few have had training in instructional
a desire for some training that did not make her feel "like
theory and methodology. Faculty of education have the
an imbecile." On the other hand, highly knowledgeable
knowledge of curriculum and instruction but rarely have
and skillful teachers are often subjected to in-service ac·
the opportunity to gain first hand knowledge of the practlvities more properly suited for use with pre-school
tical instructional demands presented by today's stu·
children. Individualizing in-service education Is no easier
dents, curricula, and school systems. This sounds like a
than providing for the Individual differences in an eighth·
worn out Cliche but. in the experience of the writer, is still
grade classroom, but teacher/educators and school ad·
frequently true.
ministrators need to attempt to "practice what they
Who then is best suited to provide in-service educa·
preach."
tion for teachers? The answer is simply, other teachers. A
colleague who has had training and experience with the
ObservatlonlConferencing/Evaluation
topic at hand Is more likely to be well received by teachers
Although the author is certified as a junior or senior
than an outsider, which both administrators and college
high school principal, his training for that certific ation
faculty are perceived to be. Kersch referred to an elemen·
provided no knowledge of classroom observation tech·
tary teacher who "described the professor as a 'stranger•
niques or instruments. If experience is an i ndicatlon of
coming to work with a cohesive staff, well known to each
truth, neither did the education of any supervisors with
other."" The appropriate in-service role for college educa·
tion faculty is to provide training and background for
whom the author has worked. The classroom observation
teacher-leaders who can modify this training in light of the
has generally been for the sole purpose of using some arpracticalities of teaching in a particular school and return
bitrary scale to rate the teacher on four or five general
to those schools to provide appropriate experiences for
items such as "instructional techniques."
When an administrator goes from one room to
colleagues. This type of teacher-leader training could con·
sist of the content of the training to be presented plus
another without pencil or paper and observes five or six
techniques for providing the training. As long as adteachers in a day, one wonders how much specific inministrators are, or are perceived to be, line officers in a
formation the administrator has to form the basis of an
judgmental administrative hierarchy, they will not be able
evaluation. When a teacher is rated "excellent" on into serve as teacher-leaders for Instructional improvement.
structional techniques or classroom management, the
teacher needs to know specifically what the observer con·
sidered excellent and what the teacher might have done
College teachers are provided the opportunity of at·
tending regional and national meetings for instructional
differently to improve learning by the students. Teachers
Improvement. Local and state conferences of "profes·
need specific i nformatlon such as how questioning
slonal" organizations such as NEA or AFT rarely emphatechnique was perceived, did the teacher stand too aloof
size the Improvement of instruction. The membership of
from the class, did the teacher give students enough time
to answer questions, and so on. The conscientious
these organizations is so broad that It would be difficult
for them to do so. Instead, those issues which affect all
teacher is able to gather much of this information through
teachers are generally addressed- typically those dealing
self-assessment practices but the supervisory conference
with working conditions. Although membership in such
should provide an independent measure of these generic
skills. With the kind of specific information mentioned, a
organizations as the American Association of Physics
teacher and supervisor could have a meaningful con·
Teachers (AAPn and the National. Reading Association
ference after an observation rather than one like the all·tO·
(NRA) are open to pre-college teachers, attendance at the
meetings is generally limited to college personnel. Meet·
frequent example given by Hunter:
ings of AAPT which the author has attended provided a
" You're a fine teacher; I've marked you outstanding
forum and informal discussions with peers and curriculum
in every category. Sign right here and tell .me about
leaders. School districts shou Id make provision for atten·
your summer vacation plans." " Thank you, you're a
dance by teachers at these meetings and should encourmighty nice principal too; we're thinking of a motor
age active participation. The expense to the districts
trip to Canada." '
could be large but the benefit through better and more
The conference which follows an observation or,
creative teaching should make the expense worthwhile.
preferably, observations must be more than an opportunity to smile, sign a form , and engage in idle chit·
chat. It needs to be a truly " supervisory conference," the
(6) In-service education must be presented at a level
purpose of which is to improve instruction and thereby inappropriate to the target population and in a variety of
crease learning . Hunter's description of six types o f constyles.
ferences is an excellent prescription for making a freAnother lesson from learning theory which Is often
quently meaningless exercise into a useful endeavor benforgotten in in-service efforts is that human beings
eficial to all- administrator, teacher, and student. The
possess a variety of learning styles and that the most efconference can be a valuable experience whereby the
fective instruction is geared to the individual. Some
teacher is able to identify positive teaching behaviors as
well as negative ones. Subjective self-evaluation often re·
teachers delight in group activities and function well in
them. Other teachers wou Id gain more from a lecture by
su Its in erroneous conceptions so a supervisory confer·
an informed specialist or by reading a set of materials
ence with true two-way communication can provide for a
provided for them. Of course, some teachers refuse to
more objective approach. After appropriate and inapprolearn from any method but there are students like that too.
priate teaching behaviors have been identified through the
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conference, the teacher should be able to work with the
effect much Instructional improvement Independently,
supen.lsor to develop a plan to maintain the former and
will be able to enter the supervisory conference with
modify or eliminate the latter. It Is here that most building
knowledge and understanding of what it Is all about, and
prlnclpals would not have the training to be of much help.
will serve as a role model for colleagues to Improve the in·
For that reason, it is urged that these obsen.atio ns and su·
structional climate of the whole school.
pervlsory conferences be conducted by curriculum and in· uctlon specialists
In order for teachers to engage in self-assessment,
str
the school district has a responsibility to provide for
rather than by bultdlng ra·
administ
tors and/or superintendents. Principals in small school
training, hardware, and time for the effort. Teacher self·
districts without curriculum and instruction specialists
assessment is an excellent topic for in·service education
should take It upon themselves, through their own profeswith the hope that some of the threat from external
n
luat
sional development program, to become skill fulclass·
eva
In
io could be removed. Video cameras, recorders,
room obsen.ation and the supen.isory conference.
and monitors should be available for use by teachers to
ference.
examine their own teaching. Sufficient time should be in·
The failure of most teacher-principal conferences
eluded in the teachers' professional day to make use of
does not lie only with the administrator. Classroom
self-assessment practices. Schools or districts should
teachers Clo not understand the nature or purpose of the
provide an up-to-date professional library which Includes
tional
educa
conference either. Teachers generally enter such a con·
research journals, content journals, cu rrlcu·
ference "in fear and trembling." Doubt about th is can be
lum projec ts, and recent books on topics relevant to the
Improvement of instruction.
resolved by visiting any teachers' lounge prior to an up·
coming teacher-principal conference. Many otherwise
calm and collected teachers exhibit a nearly pathological
The New Teacher
fear of the conference with the principal. It would seem
p for the new teacher is probably one of
g hel
Providin
that this fear should dissipate given the Innocuous nature
th e most important aspects o f an adeq uate staff developof most conferences but it does not. Pre-s
ice
e n.
teacher
ment program. It was previously indicated that the best in·
education must also teach about observation Instruments
service edue<1tion comes from fellow teachers. Un·
and techniques, how and why they are used, the research
fortunately, many new teachers are assigned the worst
base behind them, and how they are useful for In·
teaching schedule, g iven three coaching and " exstructional Improvement. Defensiveness against any
tracurricular" assignments, and then left to their own
suggestion for Improvement must somehow be countered
devices to "sink or s wim." Every new teacher should be
by pre-sen.ice training If the new teacher is to establish a
assigned to a master teacher for help and counseli ng and
teacher-supervisor relationship which leads to lns1ruc·
given a limited teaching schedule for the first year of
tlonal improvement.
teaching. Observations and supervisory conferences of
One of the stumbling blocks that prevents superthe type suggested In this article shou ld be frequent and
visory conferences from resulting in instructional Im·
supportive. Professional development and Instructional
provement is the dual role of the princ ipal as instructional
Improvement would th en be seen as an on-going function
leader and administrative evaluator. ASCD recently
of the teaching process from the first day in the classroom
published a report of a committee on "Roles and Responand would cease to be reserved for that terrifying 20
slbllltles of Supervisors" In which the recommendation
minutes of observation an<I five minutes of evaluation
was made that supervision be divided into two d istinct
conferencing.
roles: consultative and administrative." Ness, a member
of that committee, strongly dissents from that recomConclusion
mendation," but the view expressed by the committee is
Staff development is a complex mix of activities
the one wh ich has been held by the author for some ti me.
which requires the Invo lvement of un iversity faculty,
As long as the principal, or other administrator, is the per·
school administrators, curriculum and instruc tion special ·
son responsible for the dismissal of teachers, conists, and classroom teachers. This article suggests that
ferences between that admin istrator and teachers will
un iversity faculty exercise their expertise in the training of
continue to be superficial. Ideally, that should no t have to
teacher-leaders who, In turn, will extend this training to
be the case but is a fact of life. For this reason, the functheir
colleagues in the schools. Selection of the content
tions of administration and that of instructional imof such in·service training should be made by those
p<0vement should be separated wherever possible. The
teachers who will receive It With real teacher Input, in·
supen.lsor in charge of instructional Improvement should
sen.ice training programs would better meet the needs of
have no connection whatever with the evaluation of
teachers than would programs designed by schoolmin·
ad
teachers for salary or tenure purposes. This might require
lstrators and/or university members without reference to
two sets of observations-one from an Instructional
such input. The In-service train Ing programs thus
supervisor and one from an administrator-but th is
developed would comprise an on·golng learning process
duplication of effort could result in greatly Improved
for teachers and no t be limited to a series of unrelated ad
teaching by creating supervisory conferences which really
hoc experiences. For the In-service effort to be effective, it
resuIt in change.
needs to be availab
le
during paid school days with
teachers released from their usual d uties. It Is the reSelf·dlrected Professional Development
sponsibil ity of school administrators to make provisions
for such training and to serve in a capacity which Is supal Improvement
The most powerful tool for Instruction
equipping all teachers with skills In self·
portive of the effort but not demanding of it.
lies In
assessment. Teacher self-assessment practices are the
ln·sen.ice edue<1tion is not the sole answer to ef·
topic of another article so wlll not be discussed In detail
fective staff development. Teachers should have the ophere.
The classroom teacher with thorough grounding In
"
portun ity to Interact freely and frequently with curric
ulum
the theory and practice of self-assessment will be able to
and instructional supervisors in non·threatenlng superWinter 1981
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3. W.R. Houston and H.J. Freiberg, "Perpetual Motion, Blind·
visory conferences, the major purpose of which Is to In·
man's Bluff and In-service Education,'' Journal of Teacher
crease learning through improved instruction .. These con·
Education 30(January-February 1979): 7-9.
ferences lose much of their efficacy if conducted with a
4. John Ryor, "Three Perspectives on In-service Education;·
supervisor responsible for administrative personnel
of Teacher Education 30(January-February 1979):
Journal
decisions or with a supervisor not well grounded In ob·
13-19.
servation techniques, instructional theory, and teaching
5. E.A. Dillon.• "Staff Development Content Delivery," Journal of
methodologies. Teachers also need to be instructed as to
Teacher Education 30(January-February 1979): 42-43.
the nature and purpose of these supervisory conferences
6. Florida Department of Education, The State of the Art Sum·
if they are to take maximum advantage of them.
mary of Research on Materlals and Procedures for Changing
The most effective way to improve instruct ion Is
Teacher Behaviors in ln·servlce Education (Tallahassee:
through a self-directed approach to instructional imFlorida Educational Research and Development Program,
provement. Administrators, curriculum and instruction
1974).
specialists, and university personnel need to assist
7. W.H. Drummond, ''Oon' t Give Up on In-service, Harry;'' Journal
leachers in gaining the skills necessary, to provide apof Teacher Education 30(January-February 1979): 39-41.
propriate hardware and publications, and to make the time
8. Gene E. Hall, Susan F. Loucks, William L. Rutherford, and
available for teachers to engage in the self assessment
Beulah W. Newlove, "Levels of Use of the Innovation: A
process. It is suggested that training in the use of this
Framework for Analyzing Innovation Adoption," Journal of
process could be a valuable part of in-service education.
Teacher Education 26(Sprlng 1976): 52-66.
Finally, staff development efforts need to be in9. Paul Berman and Milbrey
Federal
Walll in Mclaugh in,
Protensified for the new teacher. Pre-service teacher educa·
grams Supporting Change, Vol. VIII: Implementing and Sus·
tion can not be expected to produce a highly effective
talnlng Innovations (Santa Monica: Rand, 1978) viii.
teacher in just four academic years and a few weeks of
10. Bruce Joyce and Beverly ShO\vers, "lmprovlng In-service
Training: The Messages of Research," Educational Leadership
student teaching. A helpful, supportive, staff development
37(February 1980): 379-385.
effort from the first day on the job should provide ail
11. B.Y. Kersch, ""New Ways of Thinking and Acting in Staff
teachers wilh the impetus to continually strive for instrncDevelopment,'' Journal of Teacher Education 30(January·
tlonal Improvement throughout their careers.
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Constantly changing hats,
educators must be mindful
of improvement

T

Vocational
teachers
and staff
development
By Thomas 0. Harris

the decision to do something about becoming a good
teacher, then there is a starting place.
Professional In Every Sense
Masterful vocational teachers must be highly
competen-t in their field of expertise, but they must
be more than that.
Vocational teachers must possess pedagogical
competence, i.e., competence in the art and science
of teaching. A teacher who is highly knowledgeable
and skilled in his or her technical area, but who does
not possess a high level of pedagogical competence
is fulfilling only part of the prerequisites for a good
teacher. A teacher must be both technically and
pedagogically competent. •
The efficient and effective vocational instructor
every sense of the
strives to become a professiona
l In
word.
Professionals are prepared.
They do not think that lesson plans, for example, are a
waste of time. They realize that, "those who fail to
prepare, prepare to fail," and that the preparation must be
done by themselves. They soon real ize that those college
courses of analysis, methods of teaching, preparation o f
instructional materials and student evaluation all come
together in the lesson plan.
Professionals do not punch clocks.
The professional teacher does not beat the students
out the door at quitting time. The teacher is getting ready
for tomorrow, and next week, and next year. The teacher
puts in as much time as is necessary to do a good job,
realizing that some of that time may be known as "free
time" to others. The professional teacher's job is done
when the job is done.
Professionals make it better.
The true professional Is eager to find a better way.
When a better way is found, tested, and compared, it is
written about for all to read. The professional associations
are constantly seeking articles for publication in their journals which are written by classroom teachers. As a consequence, everybody benefits.
Professionals are current.
Vocational instructors real ize that the minute they
step out of industry and into the classroom, the ease with
which they maintain their knowledge of the technicaly
specialt is vastly diminished. University workshops, industry-sponsored seminars, special return-to-work contracts all speak distinctly to this problem. The professional vocational instructor subscribes to trade j ournals,
gains access to various house organizations and Is actively involved in local, s tate, and national professional
organizations for the purpose of keeping updated.

Today's vocational education instructor must possess the qualities of leadership, human relations, public
relations, resourcefulness, the desire to teach and enthusiasm, just to name a few. Constantly changing hats, the
vocational Instructor must be ever mindful of personal
development In all these areas, not to mention the ever
present process of updating in the technical speciality,
.the effects of computer technology, new legislation, etc.
In other words, staff development is a big job for the
vocational classroom teacher.
The classroom teacher is the focal point of staff
development. This Is what it is all about, making the
classroom teacher more efficient. In the final analysis, it is
the teacher who decides what to teach, what in-service
courses to take, what professional association to join,
what a professional development plan will consist of; no
one else can do it for the teacher. It cannot be taken for
granted that the vocational instructor knows how to do
these things. A college degree, a workshop or a few
courses does not guarantee that the new vocational instructor can do anything. But, when that teacher makes

Professionals are creative.
Every vocational instructor sooner or later realizes
that everything they want will not be available io their
classroom or laboratory. These teachers learn to be
resourceful and creative in order to do a good job of
teaching . In the parlance of the street, it is called
"scrounging." We all do It . .. we' ve had to in order to sur·
vive. Some teachers are just better at it than others.
Resourcefulness is the ability to make do with what is
available. If that is not good enough, creativity comes into
play and the effective teacher makes it better.
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Community-Oriented
Professional vocational instructors are community·
oriented. They are aware that the local school system is a
highly coordinated function of the entire community.
These teachers assist the community and the community
assists them. Many instructors promote community in·
volvement for their students by means of the vocational
student organizations (VSO). Most of the VSO's now have
some type of program which integrates the vso activity
into the curriculum and makes the two virtually i m·
possible to separate. These VSO activities almost always
include a certain amount of involvement in the activities of
the community. Such things as ushering at civic events,
helping with the American Dental Education Week,
promoting safety in the home and workplace, working on
firearm safety projects, participating in drug abuse
programs, developing career days at elementary schools,
and working with handicapped children are a few of the
growing list of activities.
The teacher educators support the efforts of the local
instructor by sowing the seeds of the VSO into the
professional courses at the university and creating an involvement-attitude among the would be teachers by using
the involvement method (or role-playing method) in their
own classes. The Innovation methods creating involve·
ment in the learning process have allowed students to
learn and have fun at the same time.
Today's vocational educator is also rediscovering the
little-known fact that they do not have to do all the
teaching in their class. Because the VSO's encourage
public speaking, the vocational instructors are beginning
to let ttie students do some of the lecture/demonstration
activities in class. Of course, the teacher must do a little
extra work to make it all come out right in the end. For
example, the teacher could assign the topic, show the
student how to research It, illus trate how to write a speech
outline, model how to give the demonstrat ion and
describe how to remain poised in front of a group. Then
the teacher, after discussing the evaluation process,
could have the class critique the presentation. Since all
studen1s would be giving presentations and be critiqued
sometime during the year, they will quickly learn to look
for areas needing improvement and provide constructive
criticism. Does this process sound familiar? Sounds a lot
llke judging a speaking contest doesn't it? The procedure
Is exactly the same and is an excellent teaching tool.
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The VSO's also encourage a basic knowledge of
parliamentary procedure. Many Instructors, not only vocational instructors, throw up their hands when those
" nasty" words "parliamentary procedure" are used. What
these teachers fail to realize is that they have been using
the process of parliamentary procedure, ever since they
were youngsters. However, they just didn't call it
parliamentary procedure; rather they called it "rules and
regulations." Parliamentary procedure is nothing more
than a set of rules by which a group (class) conducts its
business. Once the student and/or instructor master the
terminology, they quickly see the reasons behind the
process. For example, when the instructor requires the
students to raise their hands . and be recognized before
speaking, it is the same as ''gaining recognition from the
chair" in parliamentary language. Once the relationship is
understood, the whole process becomes simple. This
knowledge carries over into adult life and is useful in
many situations. As a consequence, the whole community
benefits from better meetings ... civic, social and educa·
tional.
Conclusion
Staff development is ultimately the responsibility of
the vocational classroom teacher. Commitment, dili·
gence, creativity and community-oriented strategies earmark quality staff development activities necessary tor effective vocational educators.
The rewards of self-directed professional development in vocational education were very aptly summarized
by Miller and Rose in 1975:
One of the most satisfying experiences a per·
son can have Is to know that through their efforts
someone has become more competent, developed a
better self image, become a better human being and
more useful as a citizen. Through the application of
your skill as an instructor you can bring new opportunities to others.•
FOOTNOTES
1. Nev1comb, L.H., Vocational Instruction, 1980 Yearbook, Ameri ~
can Vocational Association. 2020 N. 14th St., Allington, Vir·

ginia, p. 17.
2. Miller, W.R., and H.C. Rose, Instructors and Their Jobs, Third
edition. American Technical Society, Chicago, 1975, p. 10.
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Educational associations
can have a positive impact in
school districts

1

I The case
I
of the North
Central
Association
By Edward Brainard
Each year hundreds of educators are Involved in
school improvement activities organized in concert with a
state committee of an accrediting association. For exam·
pie, in Colorado alone about 600 educators annual ly serve
schools as members of visiting resource teams. Under the
auspices of the Colorado State Committee of the North
Central Association (NCA) of Colleges and Schools, these
teams are at schools to serve in a helping relationship and
to share ideas about improved programs and services for
students. In addition, about 2,800 faculty members in
schools throughout Colorado are conducting school self·
studies each year to analyze the quality of education for
their students. These annual efforts represent not only an
extensive state-wide sell·help program, but wide-ranging
program evaluation and school improvement endeavors.
Of interest here, however, are these sign ilicant ques·
lions: To what extent do sell-studies, visiting teams, and
follow-up activities ol individual schools and districts con·
tribute to the purposes of staff development? And, what
are some practical ways in which schools and districts
might use these activities to foster staff development pro·
grams? It Is these questions that this article addresses.
In contrast to in-service and teacher education, staff
development is an advancement In the approach to profes·
sional development and improvement. The focus of staff
Educational Considerations, Vol. 8, No. 2, Winter 1981
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development is on school or institutional, as well as indi·
vidual Improvement. In the field of stall development long·
term growth potentials are important. Fu rthermore, effective staff development means the involvement of a
school's !acuity, or at least a portion o f the staff, on
school improvement projects.'
A school 's faculty working together over a period of
time on school improvements is a major component of an
effective staff development program. In Colorado and
elsewhere, the North Central Association exists to provide
schools with two services: school lmprovement-evaiua·
l ion services and accreditation services. With an interest
in these two concepts, the· NCA is simply an association
of schools that have joined together for the purpose of assisting each other to improve and to maintain basic stan·
dards.
It is within the NCA school improvement-evaluation
thrusts that major stall development components exist.
Essentially, there are three aspects of this process. These
are:
1. The school's
-studyself
ol its services, opportuni ties, and programs for its students.
2. The opportunity for a school's !acuity and com·
munlty to gain the assistance and perspectives of a
visiting resource team of able educators from other
schools serving in a heIping relationship.
3. School implementation of Important ideas and Im·
provements gained through this process.
With special reference to staff development, each of these
.
three phases is discussed below
School Self·Study.
In
their sell-study the school completes, over at least
a six month period, a substantial assessment of its
educational programs and services. Typically, parents and
s tudents are alsoinvolved. In conducting the self·study,
the school's faculty develops recommendations for them·
selves concerning program improvement and staff devel·
opment. A variety of different procedures and materials
are avai lable to schools for conducting self-studies.
The program developed by the Arvada (Colorado)
High School is typical. it illustrates the concept of staff
development reported at the outset of this article. A
description follows:
udy,
Using some different ways of attacking the school
seif·st
Arvada High School is now in the midst of
preparing a school improvement program.
"We feel our approach is unique because we
will identify areas in which we will be able to make
Improvements. We also have a theme for our study:
'School ... the total learning environment'," said
George Bethel, Principal.
"We're directing all our efforts towards school
improvement, but we are picking areas which are im·
portant to us, and areas in which it Is realistic to
believe we can make improvements," Bethel said.
As an example, Bethel said, the Jefferson
County curriculum is effectively designed and thor·
oughly developed, and one which we called good.
Therefore, the thrust of his group will be on implementing that curriculum rather than changes in the
curriculum itself.
It might also be unrealistic to expect to make
changes such as building structure. Accordingly,
Bethel said his group hopes to not take time to study
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that area of concern.
To kick off their program, Bethel and nine staff
members will take one full day for a retreat. Meeting
at the home of one of the steering committee mem·
bers, the group will put it's plans Into the final
stages, dealing with guidelines for Involving the
community, determining how to best Involve the
whole staff, and setting time lines and target dates.
The group will also consider the composition of the
visiting team it will request.
They expect their stu<!y to uncover areas of concern in their high school, including organizational
climate and social settings.
To assist in its preparations, the group attende<I
the Februa.ry 8 Colorado NCA workshops sponsored
by Jefferson County Public Schools.
Tentative plans call for the Arvada school to use
this spring, 1980, semester for a self·study, with the
target date for finishing it sometime In June. " We
hope for a visiting team to come here in November.
That way we can complete the study and hopefully
Implement suggestions and see some change and
improvement by the end of the 1980·81 school year,"
Bethel said.'
As illustrated above. It Is within the self-study phase
that extensive opportunities exist for staff leadership.
Initially a faculty steering committee Is organized to guide
a school's self-study. The leadership development OP·
portunities of the committee members and chairperson
are extensive. Listed below are some of the leadership
responsibi lities of the chairperson. The chairperson, working with the principal and the steering committee
-Defines the decision making processes of the committee.
-Determines the method for Identifying the members of the committee.
-Assists in the selection of the chairperson of the
visiting resource team .
-Serves as a liaison with the principal and the
steering committee.

In 1980 the Colorado State Committee of the NCA
conducted an "Impact Study" Involving each of the
54 middle. junior high, and senior high schools host·
ing Colorado NGA visiting resource teams from Septem·
ber 1977 through November 1979. In this study a principal
and a teacher in each of these schools responded to a Se·
ries of survey items. Two of the questions and the results
regarding school self-studies follow:
Question: How valuable was the most recent selfstudy to your school?
Percent
Not valuable
0
Somewhat valuable
15
Valuable
50
Very valuable
35

100
Question: In regard to the schooltudy,
self-s
how
much respect and confidence do you have In Its ability to
deal with practical school problems?

50
https://newprairiepress.org/edconsiderations/vol8/iss2/22
DOI: 10.4148/0146-9282.1864

No confidence
Some confidence
Confidence
Great confidence

Percent
0
19
62
t9
100

In addition to the traditional approach, other designs
are possible for an individual school conducting a self·
study. Colorado school districts which have used a K-12
approach In their self-studies Include: Greeley, Eaton.
Poudre, and Lamar. In addition to program articulation, a
unique staff development dimension of this approach con·
cerns the organization of self-study committees of faculty
members from several schools. A brief description or this
approach follows:
A K-12 self-study is now being conducted in the
Greeley Public Schools mathematics program. Greeley mathematics educators headed by Gary Steward
and Merle Smith, math coordinators, are conducting
the sett-study.
Dean Pedersen, Director of Curriculum Services
for the Poudre School District, wili chair the resource team which will visit the schools April 7-11.
Pedersen, who said he views resource team projects
as visits, not inspections, said he sees as the real
value of the self-study, "the fact that it causes a
school district to sit down and really see where It's
been and where it's going. I see the self-study as the
most valuable aspect of it, with the visiting team pro·
viding extra insight," he said.
Adriadne (Dee) Gazewood, math specialist, Norghlenn·Thorton School District, will be associate
chairperson on the mathematics study.
Virginia Way, on leave from School District 50 In
Westminster, while she works on her doctorate, will
be chairperson of a science visiting team of 12 at
Greeley Public Schools April 21-25.
"I look forward to this study as a highlight of my
career," said Way who expects the visiting team to
focus on giving staff members feedback on their
self-evaluation. Way said this type of K-12 evaluation
in science has not been done before, and she sees
the similarities between the size and suburban
location of her district and thO$e of the Greeley
district as helpful during the study.
Greeley science coordinators Jean Krause and
Richard Hodge are heading the self-study.'
The various dimensions of a faculty engaging In an
examination or its programs for students as well as organizing recommendations for improvements represent
a ready-made staff development vehicle. The accomplishment of such an endeavor necessitates the use of varied
leadership skills on the part of the faculty and the principal. In d istricts with organized staff development programs, It Is this writer's experience that staff developers,
typically, are not Involved in assisting schools that are using this process. Assistance to schools conducting selfstudies and using the resulting improvement Ideas could
be a significant aspect of a district's staff development
program. Workshops and other learning activities on such
aspects as leadership skills for faculty chairpersons and
effective processes for developing school Improvement
ideas through the self-study procedure represent a few of
the means through which staff development cou Id be Im·
plemented.
Educational Considerations
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Assistance from visiting resource teams.
The service to the school of a visiting resource team
represents the second major phase. A visiting committee
of educators from other schools reviews the school's
assessment of its programs and provides additional ideas
in the form of recommendations as well as com·
mendations. The team members consist of colleagues
from throughout a state who assist the school in a team
relationship by providing low or no cost curriculum im·
provement ideas.
School idea implementation.
The last phase of implementation, concerns follow·
up activities through which the school considers recom·
mendations gained from the school's self·study and the
visiting resource team.
The opportunities extended each year to educators
throughout Colorado and other states to serve on NGA
visiting resource teams represents a district and unique
staff development opportunity. Except for this type of en·
deavor few educators have an opportunity to study (in
depth) another school in another district. According to the
1980 Impact Study of the Colorado NCA State Committee,
this staff development opportunity Is rated as highly
valuable. In
this study the principal and a teacher in each
of 54 middle, junior high, and senior high schools hosting
visiting teams from September 1977 through November
1979 were asked these two questions about serving on a
Colorado NGA visiting resource team. The questions and
:
resu Its fol low
Question: Of what value has your participation on a
visiting resource team been to your school?
Percent
Not valuable
0
Somewhat valuable
11
Valuable
37
52
Highly valuable

100
Question: How would you rate your experience as a
visiting resource team member as it relates to your profes·
sional growth?
Percent
0
Not valuable
0
Somewhat valuable
Valuable
29
H lghly valuable
71

100

I

In the same study, questions were also asked about
the value of a visiting resource team to the school hosting
the team as an aspect of its school improvement·evalua·
tion program. Two of the questions and results for each
follow:
Question: How valuable were the most recen t ser·
vices of the visiting resource team to your school?
Percent
Not valuable
2
Somewhat valuable
23
Valuable
53
Very valuable
22

100
Question: In regard to the services of the visiting
resource team, how much confidence do you have in its
ability to deal with practical school problems?
Winter 1981
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Percent
No confidence
Some confidence
Confidence
Great confidence

2
27
59
12

100
Members of visiting resource teams represent a
unique mixture of persons associated with public educa·
tion. For example, the yearly data collected on Colorado
NCA visiting resource teams indicates that about seven of
every 1O team members are classroom teachers. The re·
maining members, approximately 30 percent, represent
principals, assistant principals, faculty in higher educa·
tion, the state education department personnel, school
district level educators and administrators, board mem·
bers of cooperative services, members of boards of educa·
lion and citizens on committees. In addition, each team
consists of persons from a number of different school dis·
tricts.
Given the above information about visiting resource
teams, service on such a group represents a distinct staff
development opportunity. An educator with an assigned
responsibility for his/her district's staff development pro·
gram should not overlook the opportunity to include service on visiting resource teams as a formal aspect of the
district's professional development endeavor. In addition,
the visiting resource team program, which exists in most
stages, has possibilities to assist a district in achieving
specialized purposes. For example, many districts have
curriculum development teams of educators schedu led
each summer. Prior to becoming a part of a curricu lum
writing team, it would be important to encourage mem·
bers of the curriculum team serve on varied NGA visiting
teams to schools in other districts. In data previously re·
ported, such service is valuable for gaining ideas and ob·
serving actual curricu lum in practice.
Schools can design the type of visiting resource team
most needed to enhance their school improvement·
evaluation program. At least three types of teams are
possible:
- The visiting resource team is the mosl common de·
sign. The essential purpose of this team Is that of
colleagues helping colleagues through the sharing
or practical school Improvement Ideas. Through
this helping relationship. the visiting team shares
ideas and practices and provides largelylow or no
cost school improvement. (Depending on the size
of the school, such teams generally consist of from
12 to 22 members.)
-An audit team merely reviews the self·study for
completeness and accuracy. (Such teams consist
of from four to six members.)
- A recommendations team works with the school In
developl ng plans for achieving many of the prior·
ities and recommendations emerging from the in·
stitutional self.study.
Different visitation schedules for teams also exist.
Some of the designs that have been used by Colorado
schools and districts include the traditional niodel con·
slsting of about three days; e.g. the visiting resource team
is at the school from late afternoon on a Monday through
noon on a Thursday. This is the traditional model con·
sisting or about three days.
The latter four examples provide a visiting resource team
more time for reflective thinking:
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- The team is at the school for one day, another day
about a month later, and for approximately two
days another month later.
- The team is at the school for about two days and
tor another 1Yl days approximately four months
laler.
- The team is at the school for about two days and
for another 1~ days, two weeks later.
-A small team of from four to six members visits the
school periodically over an 18·month period of
time.
Another phase of the NGA School Improvement·
Eva
Program is follow-up or implementation. The
follow-up phase Includes using the ideas, typicall
y In
the
form of recommendations, gained by a school from Its
l f·study and visiting resource team. Again, a major com·
se
ponent o f this phase is staff development. Here Is a de·
script ion of a typical program of one school:
The most crucial part of the NGA school im·
provement-evaluation process. according to Morris
Ververs, principal at Big Sandy High School in Simla,
is follow·up. It's the stage when the school involved
gets the recommendations of the visiting resource
team, puts them with the school's own recommen·
dations, and takes action.
At that point, Ververs said, the school doing the
study must organize the two sets of recommenda·
lions, decide on a plan of action, and then set a time·
line for making Improvemen ts.
Big Sandy Hig h School, with 108 students In
grades 9·12
, is now getting ready to im plement reo·
ommendations g leaned from a self-study that
IV hosted a
started a year ago. Additionally, the school
visiting resource team in October.
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To make sure the school carries through with
the improvement process, Ververs said his group is
putting all the accepted suggestions on a large mas·
ter sheet, along with a tlmeline, names of those responsible tor the improvement action, and a check
list to keep track of progress. " The master sheet will
stay up until the end of the process;· Ververs said.
" I' ve been here through two NGA evaluations,"
said Ververs. For the most recent study, with the
Colorado NGA orientation gained by the school, the
process was tailor-made, Ververs said.
"The faculty is enthusiastic," he added. We
spent a lot o l time on the Idea of the resource team
helping us to better our program, and the hard w ork
has paid o ff."
Gary Mi ller, Superintendent, Manitou Springs
District 14, was chairperson of the visiting resource
team. Superintendent at Big Sandy School District is
Richard Ullom.•
In all, activities conducted by schools in relation to
accrediting associations can have a positive impact on the
advancement of education with in a school and school district. These activities ca n also be a significant aspect of an
effective program of staff development.
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Wise and prudent use can
lead to a better development
program

Effective use
of consultants
By J. Harvey Littrell
If the role of the outside consultant is defined and
perceived properly by instructional leaders and teachers
in a school system, then this person can be an effective
addition to a staff development program. To insure that
such a condition exists, the administrator has several im ·
portant tasks to accomplish. The administrator needs to
know when to use outside consultants, how to select
them, and how to work with them.
The thesis stated above is not new. A review of texts'
on Instructional supervision published more than 10 years
ago revealed that most texts discussed the outside consultant's role in facilitatingnalinstructio
improvement.
There was general consensus that the outside con·
sultant's role was to help the school community make
decisions. For a staff development program these de:
cislons would be concerned with goals for the program,
feasible means for accomplishing these goals, ways of
evaluating both the processes used and the products ac·
complished; and finally, ways for revising programs, if
needed, to better reach the goals.
More recent texts' on instructional Improvement
make little or no mention of the outside consultant.
Therefore, recent graduates in school administration,
curricutu m, or supervision may not be aware of the tune·
lions of the outside consultant, nor of the proper use of
these Individuals. Lack of such knowledge can lead to
frustrated program participants, waste of school district
funds, and unsatisfactory staff development procedures.
The steps administrators should follow in selecting
and utilizing outside consultants in a staff development
program are outlined in Figure 1. For each step, the major
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tasks to be performed by the administrator have beer.
delineated. Clarification of these steps and tasks follows:
Step 1. Determination of Need.
Every staff development program requires that the
school community involved in the program be aware of the
philosophical and psychological implications of su ch a
program. Participants also need to benefit from the
k nowledge gained from the latest research on in·
ional
struct
improvement. Teachers and administrators
should be aware of the current trends and techniques in
instructional improvement and the ramifications of these
tren(ls. The administrator must decide whether or not the
expertise to provide such information Is available in the
local school community.
If such assistance locally is nonexistent, then an out·
side consultant will be needed . However, if there are in·
dividuals on the local staff who have the needed
knowledge, then the administrator must decide whether
these staff members can communicate effectively with
other staff members. The desire to utilize local staff mem·
bers as program leaders to save money or to hurry the
process, may lead to Ineffectiveness or collapse of the
program. Local staff members may consider the leader·
ship of a staff development program as "extra work" and
therefore not plan adequately the necessary processes.
They may allow their regular duties to have first priority,
and the staff development program suffers.
It is unfortunate, but probably true, that, "A prophet is
without honor In his own country. " In other words, it is
possible that an outside consultant will receive more at·
tention and respect than a local person. Other con·
siderations which must be made by the administrator are:
Do we need the objective viewpoints of an outside con·
sultan!? Wiii such a person have the organizational ex·
periences we will need? Is there a motivational problem
which can be better resolved by an outsider? Will we need
more than one consultant to meet our needs adequately?
Step 2. Interview and Select the Prospective Con·
sultan!.
·
The usual sources for outside consultants employed
to assist in staff development programs are state depart·
ments of education, national subject area organizations
and faculties of colleges of education. Administrators
should not overlook two other sources for consultants for
staff development programs:
(1) Classroom teachers who have established reputa·
lions as excellent instructional leaders; and (2) employees
of industry, particularly perso nnel officials. Teachers who
have successfully employed various staff development
techniques in their own classrooms have a credibili ty
which Is convincing to teachers. Industry employees have
valuable motivational schemes or ideas for organization
which can be adapted for use in schools. Their ideas may
create enthusiasm and/or orderly manner of procedure in
the program .
Before selecting outside consultants, the administrator shou ld ascertain answers to the following questions:

1. Does the person consider the consultant's role to
be that in which the consultant identifies problems and
gives solutions, or one in which the consultant helps
others to identify and arrive at solutions? If the latter role
does not seem to be the consultant's perception, then
look elsewhere for help.
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2. Is this person familiar with the local school com·
munlty, or willing to become famlllar with it prior to the
service? If the prospective consultant falls to ask for In·
formation about the community or does not suggest
meetings or correspondence for the purpose o f becoming
familiar with the situation. then proceed with c aution.
Such an ind ividual probably Is not interested in the
specific situation and probably has a " canned " program
used In all situations.
3. Has this person demonsirated a knowledge of staff
development procedures through publication and/or suc·
cessfully conducted workshops? Ask for such evidence. If
none Is available, then try to determine whether the
prospective consultant has developed unpublished materials which have been carefully devised and are worthy of a
trial.
Step 3. Initial Meeting of the Instructional Leaders
with the Consultant.
A major task of the admin is trator is to hold a con·
ference with the outside consullant(s) chosen to help
h wit
the staff development prog ram for the purpose of defining
exactly what role each one Is to have in the program.
Research findi ngs indicate that when administrators and
consultants agree on the preferred role of each, the consultant was rated high; when there was disagreement, the
consultant was rated low. In other words, if there is a com·
plete understanding of roles, the chances for a better
program will be enhanced.'
Prior to the start of the development program, the ad·
mlnlstrator should also arrange for the consultant to meet
with all of the instructional leaders who will be involved in
the program. tn addition to the superintendent, these
leaders are usually principals, curricu lum coord inators,
special supervisors and head teachers. If the school has a
faculty committee working on program plans, then the
consultant should also have an opportunity to meet with
them. During these meetings, plans lor the procedures to
be followed should be discussed. These plans should include activities used to motivate, Instruct, and evaluate.
Roles should be assigned . The Instructional leaders and
the consu ltant should know their exact responsibilities
and the responsibiliti
es
of others.
Du ring these meetings the consultant's role must be
care fully explained. It mus t be unders tood that it is not the
consu ltant's role to tell people, but to helpun·
people.
M
is
standlng o l
the consul tant's rote is not unusual. II the
consultant is perceived as giving too much information or
advice, then the consultant is rejected by the participants.
If the participants perceive the consu ltant as not making
much input, then they feel the individual has not earned
his Pay. Unhappiness with " highly paid" consultants Is
not unusual. All of the instructional leaders can help such
a situation from occurring by understanding the ro le of the
consultant and helpi ng teachers to understand the con ·
sultant's role also.
A decisio n must be made and agreed upon by the ad·
mlnlstrator and c onsultant concerning the length of ti me
needed for planning the s taff development program. The
administrator knows the flnanclal support which can be
given, and the consultant should be knowledgeable about
the length of time needed for accomplishing certain plan·
n lng tasks. At this time it may be necessary to modify the
program to stay within the funds allocated for the project.
It Is better to make modifications in the project at this
time rather than have to terminate the program before
completing tasks which have been started.
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The administrator should also have the consultant
assist the instructional leaders In making decisions about
the types of subcommittee chairpersons.• The roles of
members of the various faculty subcommittees should be
specified prior to the selection of the members.
The tasks in Step 3 are vital to the success of the staff
development program. Time and effort spent In making
wise decisions in Step 3 will make the tasks In the
remaining steps much easier to accomplish.
Step 4. Meetings of Consultant and Staff.
The administrator and th& Instructional leaders of the
school must demonstrate to the faculty members that
they believe staff development Is important. There are two
ways they can accomplish this task:
(1) By positive comments to faculty members con.
cerning the processes and products of the work sessions;
and (2) through their attendance at the work sessions. If
the ad ministrators and instructional leaders show evi·
denc e of negati ve atti tudes, then teachers wi ll tend to be
negative. Not all aspects o f the program wi ll be equally
pleasing to all participants. Leaders, therefore. must ac·
cent the positive aspects and try to get changes made to
eliminate the negative aspects during the planning
sessions. If administrators and other instructional leaders
d<> not attend meetings, they are communicating to the
faculty that the program is not as important to them as
other tasks which await in their offices.
tn Step 3, the consu ltant should plan with the ad·
mlnistrator and instructional leaders for the first meeting
of all participants. A sim ilar meeting attended by the con·
sultan!, adm inistrator. instruc tional leaders and facu lty
committee members should be held prior to each meeting
or work session of the faculty.
emsIt
of business similar to
those in Step 3 will comprise the agenda for these subsequent meetings.
Step 5. Evaluation of the Process and Products of the
Work Sassions.
Evaluation of the processes should be an on-going
activity. If Step 4 is followed, then an opportunity Is al·
forded not only to plan meetings, but to discuss revisions
which need to be made and to review the extent to which
al l participants are fulfill ing their roles. During these
sessions both positive and negative criticisms o f the
process and produc ts should be considered care fully.
Decisions should be made which will lead to improvemen t
or to continued success in the processes. Instructional
leaders and faculty committee members should be at·
tuned to comments from faculty members. Evaluation
forms can also be devised and given to faculty members
to complete. If these are anonymous, then a more valid
assessment may be made of faculty attitudes than If the
forms are signed.
The products of the staff development program must
be evaluated also. However, the evaluation o f a product
should not take place Immediately after a work session.
When participants have worked for a long period of time
on a product, it is difficult to be obj ective in viewing the
product. A "cooling off" period after a work session would
be preferab
le
before faculty are asked to evaluate a
product.
Step 6. Operation of the Stall Development Program.
Failure to make operatlooal the plans which teachers
develop is the one factor most frustrating to teachers. It
discourages them from future participation in programs
for curriculum development, instructional improvement or
staff development. It Is Imperative that administrators
Educational Consideratio ns
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Figure 1
STEPS IN SELECTING AND UTILIZING OUTSIDE CONSULTANTS FOR A STAFF DEVELOPMENT PROGRAM
ADMINISTRATIVE TASKS

STEPS

j

STEP 1: Determination of Need

a. Determine, if possible, the background information needed for the program.
b. Assess available local talent for planning and directing the program.
c. Decide whether or not an outside consultant will bring more objective
viewpoints than local personnel.
d. Dec ide whether or not an outside consultant will be better able to motivate
the participants than would a local person.

STEP 2: Interview and Select
the Prospective
Consultant

a. Determine the best source for obtaining outside consultants.
b. Through correspondence or telephone conversations assess the prospec·
tive consultant's (a) interest in the program and (b) view of the consultant's
role.
c. Ask for evidence of the prospective consultant' s expertise.
d. Have complete understanding concerning the payment of fees and ex·
penses.
e. Based on information obtained, select the consultant.

STEP 3: Initial Meeting of
Instructional Leaders
with the Consultant

a. Arange a meeting of the local instructional leaders and the selected consultant.
b. Clarify the roles of all participants in the program.
c. Ask the consultant to out I ine the proposed procedures to follow in
developing the program.
d. Negotiate procedures, frequency of meetings with the staff, time span for
development, selection of subcommittee chairpersons.
e. Prior to the first meeting of consultants and staff, the administrator should
make certain that all participants understand the roles played by all par·
ticipants.

STEP 4: Meetings, or Work
Sessions, of Consultant
and Staff

a. Local instructional leaders and administrators show interest in the program
by attending all work sessions of the staff and consultants.
b. Prior to each meeting or work session, the administrator and instructional
leaders should plan with the consultant the procedures which will be
followed during the sessions.

STEP 5: Evaluation of Process
and Products of the
Work Sessio~s

a. All participants should have input into the evaluation procedures, either in·
dividually or through representatives.
b. The work of the consultant should be evaluated periodically by in·
structional leaders and staff members.
c. Instructional leaders and staff members should have periodic self·
evaluations.
d. The instructional leaders and consultants should use the periodic
evaluations as means for improving procedures.
luate
the final product (the
e. Faculty and instructional
leaders should eva
staff development program) after it has been operative fora period of time.

STEP 6: Operation of the
Staff Development
Program

a. Local administrators and instructional leaders must be certain .that the staff
development program is used by the staff members.
b. Keep consultants informed of the successes and/or failures of various
aspects of the program.

assure teachers that the programs they have produced will
be used. He must make certain that he and other in·
structional leaders have developed organizational plans,
secured the finances and selected the personnel necessary to make the staff development program operational.
Winter 1981
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The consultant should not be neglected. The con·
sultant who has performed his role in a professional man·
ner has a vested interest In the program's operation.
Therefore, administrators should keep the consultant in·
formed of the progress being made by the participants as
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the staff development program is implemented .

the extent to which th e steps and tasks for using con· wed
a re.
sultants
follo

ES
Conclusion.
Administrators and other instructional leaders have
very specific steps to follow and tasks to perform in using
a consultant for staff development programs. Consultants
can be helpful and extremely valuable, but only If the ad·
minlstrator knows when to use them, how to select them
and how to w ork with them. The success or failure of the
program which Is developed will probably depend upon
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be) (Kaufman, 1972). This definition underlies most of the
needs assessment models currently In use.
With a "need " thus defined, a "needs assessment"
can be described as a process designed to determine (1) a
desired or required situation In the area being assessed,
(2) the present or real situation, and (3) a priority ranking of
the kinds and degree ol discrepancies between (1) and (2)
{Wilkin, 1975; English and Kaufman, 1975).
Given this structure, a major lask for model and
process builders is to design activities and strategies
which insure that the product or products of each stage of
the needs assessment are as accurate and valid as
possible. Moreover, while It Is Important the product be an
accurate picture of current needs, It is equally importan t
actively imp
the
that a majority ol those who will lement
change effort perceive the end product (identified needs)
to be accurate. This point Is crucial and often overlooked
or underestimated by many educational planners.

Schools must learn to deal
with dynamics of
educational change

....

Surfacing
teacher
perceptions
I

By John Carlin and Robert E. Scott

ons

t

...

Change Is characteristic of our lime. This charac·
teristic demands that Individuals and institutions deal ef·
fectlvely with change If they are to survive and flourish.
The problems related to change are particularly acute for
organizations serving the general public. These organlza·
are designed to respond to the needs of their publics
and these needs are changing so fundamentally and rapidly that new structures, services and delivery systems are
constantly demanded. The various educational systems
serving the general public are certainly prime examples of
organizations experiencing such demands related to
change.
At the present time it is lair to say that local school
systems are under attack. Put simply, taxpayers are
demanding more and better quality services for their
money. Therefore, alert local school systems are determinedly looking for effective ways to change their struc·
tu res, services and delivery systems to meet the changing
and expanding needs of their clients. Given this situation,
S<::hools must learn to deal more effectively with the
demands for educational change.
Needs and Needs Assessment
In planning for change, an important first step Is the
Identification of needs. A "need" can be defined as the
measurable discrepancy (gap) between current outcomes
(what Is) and desired or required outcomes {what shou ld
Educational Considerations, Vol. 8 , No. 2, W inter 1981
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Perceived Needs
In a review of over 100 empirical studies of change
completed since 1970, Paul (1977, p. 46) was able to
generalize that ' 'recognition of school needs and
congruence of the change program with needs facilitates
change." The studies reviewed showed need recognition
to be the first step toward suc~ssful change and school
improvement. Furthermore, the same studies indicated
that the change should address the perceived needs of
teachers. Conversely, if teachers do not perceive the need
for a change then successful Implementation is doubtful.
Pau is supported by Rockalel low (1975) who, in commenting on strategy selection for change in local school
d istricts, stresses that for successfu l change members of
the social system affected should recognize the need for
change and participate in a needs assessment activity as
a means to that end . Similar
ly, Rogers and Shoemaker
(1971) reported research data clea
rly indicating that
change agent success is positively related to the degree
to which the innovation (change) is compatable with the
felt needs of clients.
For those who participate In the needs assessment
to perceive the Identified needs as accurate is important
because a needs assessment does nol exist in a vacuum.
It Is only a part ol the larger change process. This larger
process Is best observed when needs surfaced in the as·
sessment process are perceived as representing the real
situation by a majority who comprise the system to be
changed.
To speak of needs assessment as the starting point in
planning for change and to stress the need for those ac·
lively involved In change to participate In the needs Iden·
tiflcatlon process may seem obvious to many; however,
Baldridge (Baldridge and Deal, 1975, p. 14) remarked, "To
mention the requirement for careful needs assessment
seems ridiculous. After all, is not all change preceded by
such analysis? Unfortunately, this Is not always the case."
In fact, innumerable educational change efforts have
taken place without a needs assessment o r with a needs
assessment which did not meet the criteria defined
earlier. Often the results have been disastrous.
Perhaps an example may help clarify this point Take
the case of the superintendent who attends an edu·
cational convention and observes a K·12 Individualized
mathematics program being showcased. The presenter
reports statistics which Indicate that students scored
significantly better in mathematics than in the past,
student self-concept improved and the teachers learned
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new classroom management skills. Returning to his home
district, the superintendent distributes awareness in·
formation from the project and announces that the d istrict
will attempt to adopt the program the following school
year.
Granting, for sake of the example, that the program
Jives up to it's clai ms and can be replicated with similar
s. It
result
is easy to predict that there will be a great deal
of resistance from the teachers. The reason is clear. They
were not involved in the decision to make the change.
The resistance is likely to be greatest if the majority
of the teachers perceive mathematics as an area of
strength and the curricul um, in general , to be adequate.
Resistance will still be strong if mathematics is perceived
as an area of concern, but there is a strong feel ing that
career education is the top need for the students of the
district. Successful adoption and implementation of the
program could still be in question even if the teachers perceived mathematics as the area of greatest need and have
no real objection to a program of ind ividual
in- ized
struction, but have not been involved in identifying the
need o r in selecting the solution.

Needs Assessment and the Process of Change
Common sense and experience with this type of
resistance to change are supported by numerous research
findings over many years and in every kind of setting. In
their classic study on the communication of innovations,
Rogers and Shoemaker (1971) offered a simple, yet quite
useful approach to understanding the relationsh ip of
needs and needs assessment to the change process. Two
factors are involved in this analysis: recogn ition of need
and origin of the new idea (innovation). Each of these facto rs can originate either internal or external to the system
undergoing change, (i.e., the need can be recognized by
members of the social system or by someone outside the
system and the new idea or practice may originate inside
or outside the system undergoing change).
Four types of change as described by Rogers and
Shoemaker from the interrelationship of these possibilities.
Imminent change occurs when members of a system
identify their own needs and design their own programs or
changes to meet their needs. Selective contact change oc·
curs when members of a system Identify their own needs
and adopt a change appropriate to their needs designed
outside the system . Induced Imminent change occurs
when sou rces outside the system Identify or Impose a
need and those internal to the system design the appropriate change. Directed contact change occurs when
both the need and the change come to the system from
outside.
Changes which tend to be effective, easily in·
ternalized and require the least amount of supervision
result from immi nent change. The next most effective
source is selective contact change, followed by induced
imminent change, with directed contact change or mandated change generally yielding the least productive
results overall. Since imminent and selective contact
change each include internal need recognition by the
system undergoing change, the analysis suggests that
needs assessment is an important step in a successful
change process.
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Strategies
So far a great deal has been written concern ing what
ought to be done and very little about how to do it. Before
offering a description of a simp le needs assessment
process meeting the above criteria, some discussion of
the central strategies or techniques involved is required
and necessary.
It has been suggested that all teachers involved in the
implementation of educational change need to be involved in the first s tep of planning for change, that is, the
needs assessment. It has also been suggested that it is
crucial for the majority of teachers 10 perceive that the
identified needs are accurate. If this is the case, certain
techniques or strategies are necessary, within the
framework of the needs assessment process, to surface
the perceptions of all participan ts and enable the group as
a whole to reach some agreement on the relative importance of these perceptions. In the needs assessment
process suggested below, two central strategies are employed- participation and consensus decision making .
In a summary of research data on the adoption of
organizational change, Rogers and Shoemaker (1971 , p. 3)
observed that " Perhaps the most important element in the
decision function Is the degree to which the adopting unit
participates in decision-making." Therefore, needs assessment process design must provide for effective par·lpation
tlc
throughout the entire process. The term "ef·
fective participation" must be stressed, because inappropriate and unplanned participation can be as ruinous to a
change effort as effective participation can be helpful or
enabling.
There is some ambivalence about participation in the
literature, even in Organizational Development literature
where participation is almost a byword. Writers in this
field observe dangers in " participation" or "participative
managemen t," bu t stress that, "A major route to In·
creased organizational effectiveness is through creating
conditions under which organization members can make
larger contributions to organizational goals," (French and
Bell, 1973, p. 72).
After an extensive review of the literatu re on participation, White and Rhue (1973) reported some ambiguities in research findings on the value and nature of
participation citi ng conflicting studies and failure to
replicate results. They found some research Indicating
that only workers with higher o rder needs value part icipation and that many other workers do not value participation. However, in their own studies White and Rhu~
found employees had a consistently positive reaction be·
tween joti attitudes and participation in decision·making.
Black and Mouton (1969) stressed the importance of
partici pation. but warned that it is no panacea in and of it- .
ngs of ownersh ip
self While participation can create !eeli
and thereby effect involvement and commitment, some
kinds of participation can be unhealthy. For example,
people can be allowed to participate, bu t thei r input is
ignored, creating further tension s. Participation can take
the form of voting to make dec isions by majority rule, o f·
ten alienating the minority. Participation can also take the
form of a win/lose confrontation, resulting in a hos tile im·
passe. Finally, participation which is no more than a
pooling of ignorance can be less than helpful in making
constructive decisions.
Hall (1969) reported that his study involving 400 corporate managers produced data indicating a positive
relat ionship between the amount of participation and
Educational Considerations
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feelings of satisfaction, responsibility and commitment.
In other words, people value and tend to suppo rt what
they help create.
In discussing the trend toward participatory planning
in education, Kaplan (1973) observed that as educational
systems evolve from closed to more open-ended organiza·
tions, effective processes for participatory planning need
lo be more thoroughly developed and refined. Kaplan also
raised concerns about the process of communication, the
nature of group dynamics and the quali ty and use of the
data generated.
In the design of the needs assessment process
described below, the participative approach was selected
as a technique because of its potential to create ownership, resulti ng in satisfaction, responsibility and commitment to change. The potential for negative effects from
participation, as cited in the literature, was judged to be
minimal for the following reasons:
(1) teachers were judged to have "higher order
needs," (2) input would not be ignored because by design
the needs assessment was to be a first stage in a planned
change model, (3) a win/win situation was designed into
the process, (4) teachers would be pooling expert
opinions and information, and (5) voting was specifically
avoided and consensus decision -making was adopted at
every appropriate stage in the process.
As a second technique, the use of consensus as a
decision-making style was employed to produce group
decisions concerning perceived needs that most teachers
in the gro up would actively support and which no one
would purposely sabotage. Consensus was operationally
defined as the condition In a group in which every member
is willing to " go along" with the decision, even though it
may not be everyone' s first choice.

J
I

The Process
The following ts a needs assessment process de·
signed to surface teacher perceptions of educational
needs. It is based on the criteria and strategies described
earlier. It is, therefore, a discrepancy model, based on
teacher perceptions, using a participative approach with
group decisions reached by consensus. The process is
designed to be facilitated by an outside change agent(s)
and to require one working day for completion.
The process begins with an introduction to set the
agenda and indicate the focus of the needs assessment.
The first major activity is a warm-up with the total group of
participants. This activity can be one selected to either
surface general data in the focus area or a skill building
activity on consensus decision-making. The warm-up is
followed by a brief tecturelle on the discrepancy model
which is the framework of the needs assessment process.
When the total group size is over 40, it is split into
equal size groups with a facilitator for each group. This
completed, participants are asked to work as individuals
and beg in the construction of a discrepancy model by
listing personal perceptions of ideal educational out·
comes for their school system. Then triads are formed to
allow each participant to share verbally individual perceptions of ideal educational outcomes and to have them
clarif
ied and understood by all members.
In the next step participants are again asked to work
as individuals on the second phase of the discrepancy
model by matching their Ideal outcome statements with
their perceptions of current educational outcomes. Im·
mediately following this activi ty, participants are in ·
Winter1981
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structed to identify any perceived discrepancies between
the ideal outcomes and the current outcomes and translate them into brief need statement. (If the consensus
building activity was not used as a warm·uP, it should be
introduced at this time.)
Small groups {quartets) are now formed and instructed to share their lists of needs and reach consensus
on a list of five to seven top needs. On completion of this
task, larger groups (of 12) are formed to again share their
lists of needs and to reach consensus of a list of eight to
10 top needs. These need statements are clarified, com·
pared and, where possible, combined. The resulting list is
then priority-ranked by a process Involving the total group.
A short debriefing session follows this activity. General
comments and feelings are allowed to su rt ace and any
necessary clarifications are made.
As a final activity, small groups are formed and instructed to select one of the top 10 needs from the final
list. Groups are then asked to indicate their perceptions of
major planning steps that wilt have to be taken in solving
the need. This activity is Intended to surface prel iminary
planning data and to identify individual teacher's areas of
interest to be used in task force selection for the next
phase of the change process. The day is ended with a
general debriefing session and an evaluation of the re·
suits and the entire process.
This process can be used as part of a comprehensive
model involving, parents, patrons and students, however,
no data are available on its effectiveness with these
groups. It can also be used in isolation when a com·
prehensive assessment is not undertaken.
A field test of this process with teachers K-12 yielded
uniformly high mean scores (7.39 - 8.01 N = 310, on a 9·
point scale) on five items designed to determine feelings
of personal satisfaction with the amount and degree of
participation in the process and feelings of responsibility
for need identification, commitment to need solution and
quality of needs surfaced. Detailed Information on the use
of this process is available on req uest from the Kansas
Educational Dissemination Diffusion System, 1847 N.
Chautauqua, Wichita, Kansas 67214.
Conclusion
Educators can not escape the need to change.
Change, with its problems and potentialities, is part of our
Individual and organizational nature. The challenge of
change is to confront and solve its problems, 1o recognize
and exploit its potentialities. This can only be accom·
ptished through the application of our knowledge of peo·
pie-their needs, individual and group behaviors, fears,
hopes, abilities-in our efforts to meet the challenge of
change. If we set ourselves to this task, we will Improve
not only the effectiveness of our organizations, but con ·
tribute to the growth and maturity of thOse who constitute
them.
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Programs have potential to
become integral part of
university, or become extinct

Faculty
development
for higher
education
By Delivee L. Wright
The decade of the 1970s might be d escri bed in higher
education as a period of awakening to the need for ex·
panslon and revision of traditional in-service education.
This may be a benchmark of one of the most significant
changes of attitude In this century for higher education.
Typically this ln·service movement has been identified in
the literature under the broad term of faculty develop·
ment.

.\

Changing Attitudes
Traditional concepts of college teaching were de·
scribed in 1950 by H ighet In The Art of Teaching as an art
form growing out of a thorough knowledge of and love for
one's field of expertise. This attitude was manifested
among college ies
facult
in development programs which
emphasized content expertise. Activities supporting this
Included professional readings, support for travel to con·
tent-related professional meetings, conferences with
colleagues on research, and sabbaticals for concentrated
study.
A quarter of a century later, Eble (1976) proposed a
significant change of attitude In The Craft of Teaching. He
suggested that:
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teaching is a craft, and as with any craft one's performance can be bettered by carefu l attention to
detail . . . The center of all teach ing and learning is
the interaction between the teacher and the learner.
The personal cannot and should not be set aside. In·
formati on and skills become important as they serve
individual and social ends, ends inextricably bound
up with our values and our perceptions.
The faculty development movement of the 1970s,
which expanded the variety of teaching skills and the in·
stitutional approaches for accomplishing this goal, elem.
onstrated that dominant opinion was consistent with
Eble's view, i.e., that professors can learn how to improve
their teaching. This paper reviews this movement In higher
ed ucation.
Surveys of Practices
Surveys of faculty development practices in 1960
(Miller & Wilson) and 1969 (Many, Ell is, and Abrams} in·
dicated a "death of well-articulated, comprehensively
designed programs." In 1971 Eble reported in the AAUP
Project to Improve College Teaching that faculty at
150 schools stated almost unanimously that their institu·
lions did not have effective faculty development pro·
grams. Few of the Institutions studied had budgets
specified tor faculty development.
This picture began to change In the early 1970s when
Alexander and Yelon reported descriptions of 14 programs
for instructional development. Growth in this movement
has been gradual, but persistent through the decade. A
1976 survey conducted by Centra reported that over
40 percent of all responding higher education institutions
had some kind of development unit, while two·th irds of
the reporting universities had them . University offices
have also generally been in existence longer than those in
two· or four·year colleges and tend to have larger staffs.
Conditions Supporting the Movement
A number of forces influenced the urgency with
wh ich facu lty development has been addressed. Centra
(1976) termed the decrease in faculty mobility resulting
from decli ning rates of growth in higher education as the
"steady state condition." As a result of this, institutions
could no longer depend upon new staff to help keep in·
stitutlons vital. Professors could not expect to broaden
their own perspectives by chang Ing jobs.
Gaff (1976) cited as another important factor, the
large number of middle·aged faculty who were " tenured·
in." These professors would be part of the insti tution for
the next 20-30 years. As a result, it was imperative for the
health of the institution to maintain the vitality of this
group.
In addition, research in education from the 1960s
resulted in a great expansion of knowledge about learning
and teaching. Increased awareness of conditions pro·
moting learning, motivational factors, communication
skills, instructional design and systematic observation
contributed to the resources to support improved in·
structlon. Faculty who became aware of these develop·
ments often attracted considerable attention· with in·
novations In their classrooms. Colleagues were both skep·
tical and curious about these departures from the
traditional. In some cases, these efforts received national
attention from content-centered professional groups.
New Instructional methods including independent study,
self·paced instruction, mediated instruction, experimental
learning and Interdisciplinary approaches also received
61
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considerable attention.
Changing cllentele also has contributed to the need
for variety in teaching approaches. Ethnic minori ties, first
generation college students, and a wide range of adult·
aged learners required a new look at classroom practices.
Even the typical 111-22 year olds entered college with new
charac teristics. They often were more traveled and had ex·
tensive variety in their secondary school preparations.
Considerable motivation for instructional improve·
ment resulted from rating forms introduced in the late
1960s. Student ratings were most commonly used to pro·
vlde Information for pro motionltenu re decisions, to inform
o ther students about the class, and to identify areas fo r
Improvement. Colleague and adm inistrative assessments
were also collected and used for decisions relating to
teacher effectiveness.
A general ..d isenchantment" with the quality of
college in struc tion had been expressed by students,
parents and legislators (Centra, 1976). Pressures resulted
in budgetary allocation s to support improvement efforts.
New funds to support faculty development programs
ca me from both public and private sources. State leglsla·
tures approved budgets for state supported programs.
Federal agencies such as the Fun<! for the Improvement of
Post-secondary Education (FIPSE) and the National I n·
stitute of Education (NIE) promoted these efforts in <level·
oping lnstltullons. Private foundations also focused on
faculty development in colleges and through consortia of
small colleges.
Faculty Developer as a Professional
One might expect leadership in this movement to
come from pro fessional educators. and in many cases It
has. However. people attracted to this " newest position In
academe" (Gaff. 1976), often came from the facult
y ranks
and sometimes made a substantial career shift from their
content areas. It Involved being an internal consultant on
teaching/and learni
ng
matters and serving as an educa·
tional leader in the Institution .
Most individuals who entered this field did so with
strengths In some areas and deficiencies in others. In
some cases, skills in teaching and knowledge about learn·
ing and instructional methodology needed 10 be devel·
oped. Others had to improve their abilities in interpersonal
es for
communications and processes of change. Abiliti
this position demanded a wide array of skills as well as in·
pa
finite flexibility
rk In wo with diverse problems.
lcular
ri
background of the developer deter·
The
mined to a large degree the approach taken 10 Improve
teachi ng. A sociologist wou ld perceive dlf lerent needs
than an organ ization/management specialist; the psychol·
ogist would approach problems differently than an In· onal
struc tl
d esigner. Recognizing that the ultimate goal Is
" to make the pro fession of college teaching more sue·
cessful and more satisfying ," (Sikes & Barnett, 1977) many
routes may be selec ted by the developer.
New professional associations have been formed for
fostering communication among faculty developers. The
Professional and Organizational Development (POD) Net·
work in Higher Education, the American Educational Re·
search Associations (AERA) Special Interest Group in Fae·
ulty Development. an<! the National Council for Staff, Program and Organlzall
onal
Development (NSPOD) are ex·
amples of new gro ups which have been formed in the
1970s for the benefit of the new facu lty developers. POD
emphasizes skills o f the prac ticing faculty developer,
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AERA focuses on develo pm ent of new knowledge about
this field, while NSPOD Is concerned with this movement
In the community and junior colleges.
Annotated bibliographies of books and articles as
well as many other resources for faculty d evelopment
have been summarized in a helpful book, Professional De·
velopment: A Guide to Resources, by Gaff, Festa & Gaff
(1 978).
Approaches to FD
Three alternative models or approaches to faculty de·
velopment represent different foci and goals: personal de·
velopment, instructional development and organizational
development (Gaff, 1976; 6erq 01s t & Phillips, 1975).
The conceptual basis fo r the personal development
approach is derived from psychology and sociology. Fae·
ulty members themselves are the target audience. Sem·
inars, workshops and retreats are typically used to help
them explore attitud es. acqui re knowledge and sen·
sitivities, and gain a personal perception o f the teaching
role-all with the objective of Improving
ships relation
with students and colleagues.
development arises from professional
l
Instructiona
education and emphasizes the Improvement of materials
and processes to promote leamlng
.
Instructional design
as well as l eaching behaviors and methods receive special
emphasis in workshops, seminars and individual consult·
ing activities.
Organizational development emphasizes the creation
of an envi ronment within the Institution which is condu·
lea .
Typical activi ties
cive to effective teaching andrning
include workshops for admin is trators, team-training, and
observation of departmental groups. Concern is for
clari fying goals, implementing policies and evaluating
results. Organizational theory and group process
knowledge are applied in thi s model.
While these three models form distinctly different
conceptual approaches, in actual practice most faculty
development programs involve all three. An Ind ividual de·
veloperwill undoubtedly emphasize one model bu t may in·
corporate the other two.
Faculty development programs are organized in a va·
riety of settings. Some have been associated with centers
for research on teaching in higher education; others with
media centers. Campus-wide faculty development centers
have been used to develop a systematic, comprehensive,
and integrated approach across departmental and college
lines. Some colleges within universities have formed resource centers to serve a limited number of faculty more
intensely. The c onsortium center offers resources to
small campuses when one institution alone could not sup·
port such an effort.
Activities for Faculty Development
Specif ic activities o f Inddual
ivi
faculty development
centers are varied according to local needs; however, a
representative list of activities might Include the follow·
Ing:
Newsletters function to provide efficient communica·
lion with a large number of faculty. They often include: Articles about teaching, announcements of
programs to provide instruction on teaching, recogn ition for outstanding teaching efforts, suggestions of
helpful " how-to" hints. etc.
Wor1<shops, seminars and retreats are organized to
provide instruction on topics relevant to teaching.
Educatio na l Considerations
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Workshops imply participative application, while sem·
inars may be restricted to discussions or presenta·
tions. Retreats are often planned for longer periods of
time, two to three days, and are used for more ex·
tensive instruction and for moving participants out of
roles they assume on the campus.
Individualized consultation Is used to work on prob·
lems that are Important to the faculty member. The
consultant can assist faculty in identifying problems,
collecting relevant information, analyzing strengths
and weaknesses, prescribing alternatives, and review·
Ing videotapes of classroom instruction. These all are
considered In the context of the teacher's own con·
tent and specific situation. This activity has potential
tor both significant impact on teaching programs and
for greater satisfaction to the teacher. Course
development in which instructional design principles
are applied incorporating appropriate instructional
technologies can also be achieved by this In·
d ividual ized approach.
Informal Discussion Groups are often organized to
promote communication among colleagues about
teaching. For example, a monthly luncheon group pro·
vides an informal opportunity to test and share ideas.
Colleagues who have strong interests in teach ing and
have applied knowledge about teach ing/learning can
be excellent models for other faculty. Sharing of proj ·
eels or ideas of mutual interest contribute to attitudes
supportive of teach ing.
Resources Including books, reprints, bibliographies.
papers, videotapes, and self-instructional programs
can be used in support of all programs described here.
Availability of these materials is essential to an el·
fective program.
Small Grants Programs for faculty teaching projects
encourage the implementation of ideas which might
not otherwise be possible. These grants can offer
small amounts of "risk" money tor untried ideas and
may even lead to larger grants from external sources.
Travel or summer fellowship grants with the purpose
of instructional improvement can be part of this ac·
tivity.

Awards for outstanding teaching are most common at
universities. They publicize the institution's commit·
ment to quality Instruction and usually carry a mone·
tary award.
Clearlnghouse functions related to teaching can be
important to generate faculty networks or linkages
among those with related needs and interests. They
can extend the impact of improvement efforts beyond
a limited professional staff.
Faculty advisory committees can not only guide the
direction of facu ity development efforts, but can en·
courage participation among colleagues.
Faculty exchange programs and visitations to other
institutions can be reasonably tow-cost, but useful ap·
preaches tor broadening perspectives on teaching.
Individual Growth Contracts or long-range profeS·
sional development plans can be used as effective de·
vices to target appropriate activities in a positive way
and on an individ ual basis for maximum impact in a
well-planned sequence.
Winter 1981
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Toward the Future
The decade of the 1970s has brought a whole new perspective to faculty development in higher education. At·
titudes accepting the need lor organ lzed programs sup·
porting improvement have encouraged a large number of
efforts implemented In a variety of ways. Faculty participa·
tion Is growing In many programs and they are viewed as
Important to the Institution. In other cases programs have
been closed from insufficient funding or lack of faculty
and/or administrative support. Many programs are new
enough that they are still being tested. The most effective
ones will survive.
The next 10 years wi 11 offer new challenges to the via·
ble faculty development center. A major task will be to
broaden the impact by increasing the participation to a
larger percentage of faculty, particularly to those who
need improvement. This participation must be incorpo·
rated into the institution's rewards system.
The faculty developer will have pressing need for
translation of theoretical aspects of teaching and learning
into the context of coileg.e·level content, students. and
professors. Great need for the study ol college teaching
practices exists now and will become increasingly im·
portant with the expansion of the faculty-development
movement. Organizational development as well as faculty
"career" development will demand greater attention.
Principles of program planning and evaluation must
be applied to faculty development centers as well as other
institutional units. Analysis of goals and objective con·
sistent with local needs, combined with assessment of
realistic outcomes will serve to refine existing programs
to optimum effectiveness.
Faculty development may well become a strongly in·
stitutionalized resource for faculty or it may fade from the
academic scene as a passing idea. This will partly depend
on values of faculty and administrators, but more importantly on the leadership with which the program is imple·
mented.
The need has been demonstrated. The raw materials
tor change exist. Strong leadership and effective pro·
grams will be required to shift momentum of an institution
steeped In tradition to change.
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Book reviews
Bishop
J provides
excellent
guide

J

By Robert E. Scott

(1) The first component covers diagnosing and determining needs, setting priorities and developing ob·
jectives. Although it is not fair to say that any one of the
six components is more important than the others, it is
critical that this step be completed successfu lly, because
individuals in the past have had a tendency to minimize
this phase of the program by not involving all personnel or
faculty and seeking out as wide a research/data base as
possible. Unless an awareness for change is forthcoming,
all that happens during the following stage will be of no
avail.
(2) The second component, diagnosis-analysis, estab·
lishes procedures for good settings, identification of objectives and production of a· table of specifications. Resources, both staff or outside experts, also are identified.
(3) Program development deals with selection, commitments, and adoption of the Instructional change under
consideration. Different alternative changes also need to
be considered and possibly built in at this point.
(4) Validation of the change can be a most exciting
though painful process. Most staffs are usually critical of
the appropriateness of the assessment procedures. But
this component offers an important contribution in identifying problems as well as determining the impact,
soundness and efficiency of the proposed solutions.
(5) The functions of the Implementation step is to install, train and support the change. This demands a full
commitment from the staff, and especially those directly
involved in the new program. Th is will require full leadership and support from those in authority, such as superintendents, curriculum supervisors, building principals,
boards of education, parents and other members of the
community.

This authoritative guide, written by a professor of
education and Director of the Center for Curriculum Improvement and Staff Development at the University of
Georgia, is designed to assist the reader In acquiring new
planning and implementing skills for improving in·service
training, staff development and instructional effectiveness.
The text follows a flow-chart type analysis which Is
organized In a functional sequence and is broken down
into six major components. Not to be overlooked, how·
ever, are the excellent appendixes covering such items as
sample needs identification questionnaires, a monitoring
plan for staff development projects, and a superior discussion of representative impact strategies and techniques. A
brief introduction sets the rationale for a higher priority
being given for staff development as It Is so desperately
needed in the vast maj ority of school systems, whether
they be large or small, urban or rural. Such activities do
not Just naturally occur, but well·drawn and carefully con .
ceived plans for such development are the most con·
elusive commitment that any school system can exhibit
towards Its personnel and their achievements.

(6) Finally, the formative and summative evaluation
procedures that have monitored installation, collected
data, and assessed discrepancies should involve the entire stall in diagnostic, development, research and evaluation activities. As the data are evaluated and communi·
cated, implications for staff review and professional
growth should emerge. As the cycle is completed, the program and its stall will mature in their understanding and
performance, due to the fact that all participants and each
educational segment are vital to the process, and each is
held accountable in accordance with his or her responsibility and contributions.
BlshOp believes the most cred ible resullts will be
evidenced by student learner gain, a more adequate staff,
and better community acceptance. He notes, however,
that such achievement must include process as well as
product modifications.
The author summarized the text best by ;;tating: "We
recognize that education is not merely a building function,
that learning is not exclusive to the school, that teaching
is more than directing and telling, and that in-service, staff
development and instructional improvement are interactive processes and not a schedule, a day so·assigned, or
a non· personalized intervention... •·• This book Is an excel·
tent guide that can be of considerable value to anyone in·
terested in the staff development process.
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Book a
futuristic
view for
contemporary
times
By Stephan L. Stark
Robert J . Shoop. The Teacher and The Community: A Case
Study Approach. San Diego: Collegiateblishing
Pu
, Inc.,
1979, 125 pp. $9.95
In The Teacher and the Community: A Case Ap·
proach, Robert Shoop has written a futuristic textbook for
contemporary times. Concerned for the ability of the
emerging classroom teacher to cope with the demands of
public school education that has truly gone public, the
author has written an excellent primer for the professional
training of the classroom teacher.
The text is divided Into two primary sections. The first
deals with an overview ol the role of the school and community and the relationship the classroom teacher must
now play. Alternative concepts are discussed to bring In to
focus the role ol the teacher and the increasing demand
placed on schooling by society. The concept of community education is reviewed as one alternative that may
hold the key for integration of the classroom and community. Finally, the fi rst section concludes with a listing
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of realistic strategies that the teacher can use in order to
begin to close the gap between the traditional school and
contemporary society. These strategies include t he role of
volunteers in the classroom, senior citizens in ttle school
as resource persons, nontraditional field trips, home
visitations and the teacher as a referral agent to name a
few.
Section II gives the student teacher a grouping of
15 case studies In lour chapter headings that deal directly
with the teacher' s role as a professional, a liaison with
community, students and the school curriculum. This section is perhaps the greatest strength of the book as It
gives the student an exposure to the real world in a learn·
ing laboratory where solutions to problems outlined in the
case study can be analyzed by peers and professionals
with no penalties for poor Judgment.
The cases are real and deal truly with the cutting edge
issues of what the classroom teacher can expect in to·
day' s communit ies. Insight
s to these problems and care·
fully analyzed solutlons can be invaluable to the class·
room teacher o f tommorrow who will have to make on the
spot decisions that could very well determine the longev·
ity of that teacher In the highly complex educational sys·
tern of today. With law suits arriving daily in our courts
dealing with teacher's accountability on all phases of edu·
eating children, the on th e spot decisions made on a daily
basis have a greater Impact today th en ever before in the
history or education.
The weaknesses of The Teacher and the Community
are minor when compared to Its strength . The author
provides questions for consid eration at the end of each
case study. He then immed iately s tates his beliefs as to
some of the acceptable
lutlons.so
This format makes it a
bit awkward for making assignments in the classroom
laboratory. However, more than one solution to each
question is apparent, giving the s tudent an opportunity to
determining different solutions which may challenge
those expressed by the author.
The Teacher and the Community is definitely worthwhile reading for the experienced teacher trying to stay up
with the ever changing role they are expected to play in
today's soc iety. For the university professional conduct·
Ing teacher training or in-service programs, this book pro·
vides a welcome change of pace from the traditional text·
book approach and provides an excellent tool for class·
room stimulation and simulation for the classroom
teacher of tomorrow.
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Ho-hum
self-help book
not so ho-hum

As a first step in Initiating and achieving personal
change, the authors suggest creative use o f the
imagination. To see onesell as others see us is d iff
i cult
indeed; but to see ourselves as we want ourselves to be is
even more challengi ng. The idea is to employ the
Imagination and the thought process to achieve a mental
set toward a certain type of desired behavior. The authors
refer to the technique as autosuggestlon. Others describe
It as visualization- the technique ol visualizing in the
mind's eye a certain behavior or goal as already achieved.
The authors warn, however, that at this point the conceived change can begin to die if the process is relaxed or
diluted through the entry ol negative images into the
mind. This is the essence of the human predicament ac·
crulng from the Incompatibility of desired behaviors with
behaviors required to c ope with the reality of the moment.
The individual experiences a dou ble bind to which the
au thors suggest as a means for control continued
lpfineand practice. Their formu la:
d lsc
By G. Ke nt Stewart
Motivation x Program for Change x Practice x Time
~ Change
Again, overnight success Is not guaranteed, but a begin·
Therapy American Style: Person Power Through Seit Help.
nlng toward basic personal progress and improvement
Kenneth B. Mutheny and Richard J . Riordan; Nelson.• shers,
Pub
has been initiated.
li
Chicago, Illinois 60606, 1979,
Hall Inc
From this point, the authors suggest choosing com·
pp. 285, Index, $16.95
pany which facilitates rather than retards effort to change
and grow. These are various kinds of lay self-help groups.
Ho hum, another self-help book guaranteeing escape
Some authors In the self· help field call these master mind
from all the tensions and frustrations of fife? NOT sot
groups while others refer to therapy, encounter, or
Ors. Malheny and Riordan develop early the idea that
problem-solVlng groups. Whatever the name, the purpose
readers should not expect magical cures to their
Is essential ly the same - to become Involved with inproblems. In setting the stage for using their self·help
dividuals possessing the same goals lor breaking old
book, they emphasize that while positive personal growth
hing
habits of behavior (thinking and acting) and establis
and the accompanying success and happiness It can
new directions for personal growth.
bring Is with in reach of virtually everyone, it is a slow
In addition to the lay self-help group, with or without
process-in fact, a life-long process requiring a high level
professional involvement or leadership, the authOrs
of discipline, commitment and attention to specific
guidelines.
recommend a specific reading program. They refer to this
as bibliotherapy or blbliocounseling which "refers to a
It is a tru ism of human nature that millions of
type of therapy where the patient Is assigned certain
Americans engage In a life-long struggle to achieve that
topics, _books, or articles for the understanding or Insight
Illusive goal called success. Yet, most eventually suc·
they will bring." (p. 106). The authors note a variety of
cumb to a feeling of relative helplessness to control the
books from the many which are available. Bookstores
events and forces which shape their lives. They conclude
l
stock nearly all the popular, time·tested
tit es and
sadly, that the struggle Is not worth the effort, that there Is
regularly display an ever-increasing number of new books
little If ani: control over what Ille will bring, and that what
In the self-help and inspirational category.
1s to be will be. Again, not so. according to Matheny and
In Part Ill of the book, which contains three chapters
Riordan.
the topics of health and stress are addressed In th~
Given proper toots, adequate instruction normal inspecialized context of the Impact o f the mind on the body.
telligence, health, and a reasonable
level ol
0motivallon,
Expanding on the Cliche as one th inks so one feels
most people can take more responsibil ity for what hap·
the authors point out that people punish their bodies not
pens to them and for what they become. This is ac·
shed
only _by their behavior but more particularly by their
compl.l
by adjusting beliefs, attitudes, goals and
thinking. Inactivity or overeating have obvious effects
behavior. Admittedly, the whole process is painstakingly
upon the body; but an even greater toll is exacted on the
slow, but through planning and d iscipline exciting and
physical system by fau lty thinki ng.
satisfying change can be experienced.
iii health, faulty thinking and stress are partners. Poor
The three remaining parts of this four.part book are
health in itself Is a stressor; yet excessive stress brings on
appropriately titled: The Desire To Change; Sound Mind,
111 health! Faulty thinking, which Is usually negative
Sound Body; and Influencing The Behavi or Of Others.
self Is also
a source of
thinking (negative, critical -talk)
In the four chapters of Part II-T
he
Desire To
stress. Excessive stress brings on more s tress untll finally
Change-the authors initiate discussion of the necessity
the ene_rgy necessary to cope is depleted. Each person
of motivation as a condition precedent to initiating
has a given supply of stress coping energy. It cannot be
change resulting in meaningful personal growth and
replaced as It is used, and the supply level cannot be
7n11ghte~ment. Such change represents an Importan t goal
measured. Once it is depleted, and the mind signals need
in the mind of nearly everyone, but lor a variety of reasons
for more In responding to yet another stressor there is
the price tag is too high to nurture the goal to fruition. The
none available. Death follows soon thereafter.
authors observe correctly, " the behavior Is often em·
It is fascinating to contemplate that while stress can
barrassingly inconsistent with stated resolutions" (p, 25).
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kill prematurely, It is also the fuel of life. Without some
stress there can be no action, no progress, and no
achievement. Yet, with too much stress the resull Is the
same.
The aulhOrs therefore provide a prescription for
reducing excessive stress and for seeking ones optimum
level of stress. First, they discuss diet and exercise, then
relaxati
on and rest. From that point they explore In considerable detail the Impact of one's thought patterns on
s tress control. " Much stress is self-generated. II results
from views of what is happening to one." (p. 188). People
engage regularly in self-talk. This self-talk is based on a
persons beliefs- their view of the world -and these
beliefs determine an .ind ividuals emotional response to a
given event or experience. We respond to stimuli In the
manner in which we tell ourselves to respond. Our order
for a given response is occasioned by our early training,
our experience, and our basic value system.
Coping effectively by bringing about change leading
to positive growth requires examination of ones value
system and the feelings and beliefs which condition how
one reacts to a situation or event.
From this Instructional effort, the auth<>rs introduce
Part tV of their book by reminding the reader that the game
of life Is built around a rule book; and that while some
people (the happily successful ones) master the rules,
"most bumble along with mixed success, suffering
heavily when interpersonal conflict occurs." (p. 21 1) So,
Part IV Is opened with an exploration of the com·
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munication process. Also Included Is discussion of the
power and impact of expectations on human behavior.
They close the book with an examination of principles for
influencing human behavior.
In their discussion of the communication process,
the authors devote considerable space to handling con·
frontations and to explaining the process of adult communica tion including transactional analysis and assertiveness training. Finally, they explore ways to cope with
the threat of sending and receiving messages wh ich com·
municate true feelings. Open communication is effective
communication, but only the most secure and mature
adults can practice it effectively. Yet, it Is an Important
component of a concentrated effort to bring about change
leading to higher level s o f personal achievement, happiness, and success.
Finally, in the closing chapter of the book, the
authors present guidelines for Influencing behavior of
others. Part of any persons success Is having a positive
impact on the behavior of those with whom they
associate. This is especially true of those who realize their
success through the success and achievement of
others-and most human endeavor Is undertaken in concert with other poeple.
In the epilogue, the authors state that while there is
an available self hefp technology, ultimate success in the
human arena is not where one finds it-it is where one
looks for it. With this observation and with the book, this
reviewer concurs.
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